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Preface 


The main purpose of this book in its revised edition remains unchanged: to 
show how various kinds of writing activities, both guided exercises to develop 
particular skills and communication tasks involving free expression, can be 
built up into a coherent writing programme. Through such a programme it is 
intended that the learners should not only make systematic progress, through 
their growing mastery of the written language, but also see how writing is used 
for the purpose of communication. 

The book has been extensively revised to ensure that it reflects current 
methodological practice. Integrated skills, highlighted even in the first edition, 
now have a chapter of their own. The number of examples has been expanded 
throughout, so that the book can be used for resource material. In particular, 
the activities in the Writing for fun sections should prove a useful and flexible 
addition for any teaching situation. Correcting written work and teaching 
handwriting have now been expanded into chapters, and there is a completely 
new chapter on teaching children. 

The substance of this book is based onteacher-training courses, seminars 
and lectures given over the last fifteen years. A series of seminars on teaching 
writing which I had to give in Latin America in the early seventies set me 
thinking about the subject, while the interest and encouragement of the 
students of ‘Course 317’ on ‘Composition’ which I taught at Concordia 
University, Montreal, in 1976, obliged me to give my views on teaching writing 
a little more cohesion and coherence. However, a spell back in the classroom, 
with adolescents and children, made me appreciate once again what every 
teacher knows: that it is not enough to do the ‘right’ things. The ‘writing for 
fun’ activities came directly out of that experience. 
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1.1 
What is writing? 


The nature and purpose of writing 


When we write, we use graphic symbols: that is, letters or combinations of 
letters which relate to the sounds we make when we speak. On one level, then, 
writing can be said to be the act of forming these symbols: making marks on a 
flat surface of some kind. But writing is clearly much more than the production 
of graphic symbols, just as speech is more than the production of sounds. The 
symbols have to be arranged, according to certain conventions, to form words, 
and words have to be arranged to form sentences, although again we can be 
said to be ‘writing’ if we are merely making lists of words, as in inventories of 
items such as shopping lists. 

As a rule, however, we do not write just one sentence or even a number of 
unrelated sentences. We produce a sequence of sentences arranged ina 
particular order and linked together in certain ways. The sequence may be very 
short — perhaps only two or three sentences — but, because of the way the 
sentences have been put in order and linked together, they form a coherent 
whole. They form what we may call a ‘text’. 

Not a great deal is known about individual methods of composing a text, 
but most people —. professional writers among them — would agree that it is 
usually neither an easy nor a spontaneous activity. Sometimes writing comes 
easily, if we are in the right ‘mood’ or have a clear and perhaps pressing need to 
express something, but as a rule it requires some conscious mental effort: we 
‘think out’ our sentences and consider various ways of combining and arranging 
them. We reread what we have written as a stimulus to further writing. Other 
common practices are making notes, drafting and revising. We may even write 
several versions of a text before we are satisfied with the result. Notice, for 
example, how the writer corrected and modified his draft of the text on page 2: 

The reason for this is that we are writing for a reader. Writing involves the 
encoding of a message of some kind: that is, we translate our thoughts into 
language. Reading involves the decoding or interpretation of this message. 
But, except on those occasions when we are writing for ourselves — our 
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1.2 
What do we 
write? 


1.3 
Speech and 
writing 
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shopping list may have been for this purpose — the reader is someone who is 
not physically present. This, after all, is why we normally choose this particular 
channel of communication rather than the more common one of speech. And 
because our reader is not present, and in some cases may not even be known to 


us, we have to 
Pi ca 


ensure that what we 
up/ There-were ninety cases of polio occurrere 


write can be 
brat, of yee Srn 


understood without 
any further help 
aio days aktere- perseriten 


from us. This is the 
reason for the care 
we have to take 
with writing. It is 
by the organisation 
of our sentences 
into a text, into a | 
coherent whole 
which is as explicit | 
as possible and 
complete in itself, 
that we are able (or 
hope to be able) to 
communicate 
successfully with 
our reader through 
the medium of 


herseekeid bad-been after 


Yia Cow 


another person sconsa his howconretec 


had received the Cutter vaccine. 


werde 


In seventy-one of these cases +e- 


dtreese Hrere/a connection could be shown 
thet with particular lots of the vaccine Q 


hed -been—u66d-i the 


writing. 


It is helpful to keep in mind some of the many uses we are likely to make of 
writing. For example, on a personal level, most of us use writing to make a note 
of something (things we have to do or want others to do, like our shopping list), 
and to keep records of things we want to remember. We send messages and 
write letters to friends, and a few of us keep diaries. Most of us have to fill in 
forms from time to time (especially applications — for example, for insurance 
— or questionnaires) and occasionally we write formal letters (for example, if 
we change our job). Apart from this, the amount of writing we do regularly will 
relate to our professional life. Some might spend a good deal of time writing 
letters, instructions, reports, etc. For others this will only be an occasional 
activity. ve th 

Few of us, on the other hand, are likely to spend any time writing poetry 
or fiction. And, outside the classroom, we never write ‘compositions’ (My daily 
routine, My favourite pastime, etc.) of the kind that are still a feature of many 
examinations! 


A comparison between speech and writing should help us to understand some 
of the difficulties we experience when we write. The table on the next page 
highlights the main differences. Note, however, that it does not take into 
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THE NATURE AND PURPOSE OF WRITING 


account certain situations in which the spoken language is used, such as 
telephoning and lecturing. 

Although writing is clearly much more dependent on how effectively we 
use the linguistic resources of the language (see 1.4.2), it would be wrong to 
conclude that all the advantages are on the side of speech. While it is true that 
in writing we have the task of organising our sentences carefully so as to make 
our meaning as explicit as possible without the help of feedback from the 
reader, on the other hand we do not normally have to write quickly: we can 
rewrite and revise our sentences until we are satisfied that we have expressed 
‘our meaning. Equally, the reader is in a more privileged position than the 
listener to some extent: he can read at his own pace and reread as often as he 
likes. In this way, then, some of the disadvantages of communicating through 
the written medium are offset. 


= 
SPEECH WRITING 
1 Takes place in a context, which 1 Creates its own context and 
often makes references clear (e.g. therefore has to be fully explicit 
‘that thing over there’) 
= — 3 
2 Speaker and listener(s) in 2 Reader not present and no 
contact. Interact and exchange interaction possible 
roles 
3 Usually person addressed is 3 Reader not necessarily known to 
specific writer 
4 Immediate feedback given and 4 No immediate feedback possible. 
expected Writer may try to anticipate 
(a) verbal: questions, comments reader's reactions and 
... Murmurs, grunts incorporate them into text 
(b) non-verbal: facial 
expressions 
p= 
5 Speech is transitory. Intended to 5 Writing is permanent. Can be 
be understood immediately. If reread as often as necessary and 
not, listener expected to interact at own speed 
a DES 
6 Sentences often incomplete and 6 Sentences expected to be 
sometimes ungrammatical. carefully constructed, and linked 
Hesitations and pauses common and organised to form a text 
and usually some redundancy 
and repetition 
7 Range of devices (stress, 7 Devices to help convey meaning 
intonation, pitch, speed) to help are punctuation, capitals and 
convey meaning. Facial underlining (for emphasis). 
expressions, body movements Sentence boundaries clearly 
and gestures also used for this indicated 
purpose 
=| S 
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1.4 
Why writing is 
difficult 


1.4.1 
Psychological 
problems 


1.4.2 
Linguistic 
problems 


1.4.3 
Cognitive 
problems 
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We can now begin to understand why 
people, both in the mother tongue and in a foreign language. We shall look at 


the problems which are caused by writing under three headings — 
psychological, linguistic and cognitiv 
some extent. 


writing is a difficult activity for most 
e — although these inevitably overlap to 


| medium of communication for us in most 
circumstances and accustoms us both to having someone physically present 
when we use language and to getting feedback of some kind. Writing, on the 
other hand, is essentially a solitary activity and the fact that we are required to 
write on our own, without the possibility of interaction or the benefit of 
feedback, in itself makes the act of writing difficult. 


Speech is the natural and norma 


Oral communication is sustained through a process of interaction and, except 
such as a lecture, the participants help to keep it 


going. Because speech is normally spontaneous, we have little time to pay 
e structure or to connecting our 


attention either to organising our sentenc 

sentences: to some extent the latter is maintained through the process of 
interaction. We repeat. backtrack, expand and so on, depending on how 
people react to what we say. Incomplete and even ungrammatical utterances 
usually pass unnoticed. Some of these features are illustrated in the sample of 


conversation which has been transcribed below: 


in special circumstances, 


TT 


pF: Pete, you composed this piece at the piano. Is that how you 
normally work? 

pw: Always. Up to this point, always. It may be that might change in 
the future, when | get more into, you know, working from 
scratch with synthesisers, but at the moment! do write at the 
piano. Actually | didn't... | hardly realised I’d written this until | 
had! (Laughs.) One of those things that just dropped out of the 
sky! 

pe: Well, how did you start, then? 

Er, well, we decided on a, erm, a sort of musical flavour that we 

should adopt for, for this particular number, and, erm, just 


followed where my fingers took me, really, you know. Er, we... 
|, | had an intro I'd... | was just noodling and doodling at the 


piano with this... (sound of piano) 


PW: 


Le Sit eto ee ee 


As we have seen, we also have a considerable range of devices at our disposal 
to help get our meaning across. In writing, we have to compensate for the 
absence of these features: we have to keep the channel of communication open 
through our own efforts and to ensure, both through our choice of sentence 
structure and by the way our sentences are linked together and sequenced, that 


the text we produce can be interpreted on its own. 


din normal circumstances spend much of our 
k without much conscious effort or 
t to, about matters which are of 


We grow up learning to speak an 
time doing it. We also appear to spea 
thought and generally we talk because we wan 
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1.5 

Learning to 
write: mother 
tongue and 
foreign language 
situations 
compared 


THE NATURE AND PURPOSE OF WRITING 


interest or relevant to us socially or professionally. Writing, on the other hand, 
is learned through a process of instruction: we have to master the written form 
of the language and to learn certain structures which are less used in speech, or 
perhaps not used at all, but which are important for effective communication in 
writing. We also have to learn how to organise our ideas in such a way that they 
can be understood by a reader who is not present and perhaps by a reader who 
is not known to us. 

Finally, writing is a task which is often imposed on us, perhaps by 
circumstances. This not only has a psychological effect; it may also cause a 
problem in terms of content — what to say. Being at a loss for ideas is a familiar 
experience to most of us when we are obliged to write. 


So far we have looked at writing in general, without drawing any distinction 
between writing in the mother tongue and writing in a foreign language. 
Clearly, however, there are important differences, particularly in the learning 
situation, and attention is now drawn to these. 

Most children learn to write in their mother tongue at school, generally 
between the ages of five and seven. By this time they have a well-developed 
command of the spoken language, adequate at least to their social needs, but 
their experience of the written language is still very limited. Most children will 
of course have been exposed to it to some degree through being read to aloud. 
Writing itself, however, is a totally new experience for most of them. 

Most children acquire this new skill fairly laboriously. On the other hand, 
they are required to make regular use of it, both in classes devoted to writing 
practice and, as their education progresses, in other lessons (history, 
geography, etc.) which involve some form of related and purposeful written 
work. Certain types of writing, particularly those which involve projection into 
adult-type roles, tend to cause them difficulty. Many children, in fact, simply 
do not enjoy writing, partly because of the nature of the task and partly 
because, out of school, it has little value for them as a form of social 
interaction, although in most cultures the ability to write carries prestige. Very 
few children succeed in becoming really proficient at writing and many cease to 
use this skill once they leave school, or use.it only occasionally-for specialised 
purposes (e.g. filling in forms). 

In the light of this, we should, as foreign language teachers, be able to 
make certain assumptions, subject of course to cultural variations, and to avoid 
making others. Most of our students will already be familiar with the process of 
writing, unless they are very young, in which case writing will not — and should 
not — figure very prominently in the foreign language programme. They may 
have to learn a new script but writing itself will not be a new experience for 
them. They are also likely to have had a fairly wide experience of written 
language through reading in their mother tongue. They may also be at an age 
when they can learn through reading and perhaps the written language has 
come to have some psychological value for them as a form of support when 
learning something new. 

We should not assume, however, that they are proficient at writing in their 
mother tongue, or that they already possess the necessary organisational skills 
for writing effectively. Nor should we assume that the ability to write in the 
mother tongue can be transferred to the foreign language, although some 
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global transfer, as with reading ability, often seems to take place (that is, 
people who are highly literate in their own language easily become literate in 
another). It is also possible that the students’ previous experience of learning to 
write and of practising writing in their own language was frustrating or 
unrewarding. As for their attitudes towards learning to write in a foreign 
language, we are rarely in a position to make any assumptions at all: these may 
range from no interest at all to a firm belief in its value to them as learners. 


One very significant factor which affects writing in the foreign language 


classroom is that, even if we delay the introduction of writing for some time 
(see 4.1), the amount of language which the learners will have at their disposal 
for writing will be very limited — so limited that it might seem to make it 
impossible to introduce any meaningful form of writing practice. At the same 
time, the learners, being more mature than they were when they learned to 
write in their mother tongue, are conscious of the limitations which the foreign 
language imposes on the expression of their ideas. To resolve this problem it 
will be necessary to strike some sort of balance which prevents them from going 
beyond their linguistic attainment in the foreign language and yet will still 
provide them with writing activities which satisfy them on an intellectual level. 


1.6 Clearly it is possible to learn to speak a foreign language without learning how 
Why teach to write in it and for many of our students, perhaps even the majority of them, 


writing will be the skill in which they are not only least proficient, even after 
considerable practice, but also the one for which they will have the least use. 


The situation is not so very different in the mother tongue, as we have already 
seen, except for those of us who use writing in some professional capacity. 
Because, therefore, writing is a skill which is both limited in value and difficult 
to acquire, we should be very clear about our purpose in teaching it. 


In the early; stages of a course oriented towards oral proficiency, writing 


serves a variety of pedagogical purposes: 
(a) The introduction and practice of some form of writing enables us to 


writing? 
(b) 
(c) 
(d) 
6 


provide for different learning styles and needs. Some learners, especially 
those who do not learn easily through oral practice alone, feel more secure 
if they are allowed to read and write in the language. For such students, 
writing is likely to be an aid to retention, if only because they feel more at 
ease and relaxed. 

Written work serves to provide the learners with some tangible evidence 
that they are making progress in the language. It is not likely to be a true 
index of their attainment, but once again it satisfies a psychological need. 


Exposure to the foreign language through more than one medium, 
especially if skills are properly integrated, appears to be more effective 
than relying on a single medium alone. Even at an elementary level there 
are many opportunities for activities that effectively integrate skills. 


Writing provides variety in classroom activities, serving as a break from 
oral work (and is therefore a quieter and more relaxed time for both 
students and teacher!). At the same time, it increases the amount of 
Janguage contact through work that can be set out of class. 
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(e) Writing is often needed for formal and informal. testing. Although in 
general oral ability should be measured through oral tests, in practice we 
are often obliged by circumstances, such as the amount of time we have at 
our disposal and the number of students there are in the class, to use some 
form of written test. In some cases, of course, a written test may even be 
appropriate: for example, making notes while listening. 


These considerations strongly suggest that, while we should still concentrate on 
aural-oral skills in the early stages, we can make good use of writing, as part of 
an integrated skills approach to language learning. Although at this stage 
writing activities will be largely a reinforcement of language learned orally* , this 
need not imply that writing has to be an unsatisfying or even rigidly controlled 
activity (see 3.3). It can also be taught in such a way that it prepares the 
learners for more realistic forms of writing at a later stage. 

As the learners progress to the intermediate stages of language learning, 
the pedagogical factors which we have noted above still apply but, in addition, 
we can provide for written work on a more extensive scale and in particular 
integrate it more effectively with other skills (see Chapter 8). At this level, the 
written language itself will also provide contexts for learning — through 
reading — and writing activities may be related to these. At the same time, 
both here and at the post-intermediate level, writing may become a goal in 
itself. Although in language programmes which do not have a specific 
orientation we are not in a position to predict which students are likely to have 
a need for writing as one of the outcomes of their course, most students will 
have to do some form of written examination and this will increase their 
motivation to learn to write well. In addition, we can identify and concentrate 
on forms of writing which have a practical value, the relevance of which should 
be easily apparent to the learners. Specific needs can also be met because 
writing practice can to some extent be individualised. 

Clearly, however, the situation is so complex that there is no one set of 
answers, although this applies to the teaching of other skills too. But on 
pedagogical grounds alone it would seem that writing is a skill worth 
developing in the foreign language. Our problem is how to do this in such a way 
that the learners see the purpose of writing and make measurable progress 
through the performance of realistic and relevant tasks. 


j 


Which of the differences between speech and writing, listed in the table on 
page 3, do you think are especially important when teaching writing? 

2 From your own experience of teaching (or learning) a foreign language, do 
you agree that writing is worth teaching on pedagogical grounds alone? 


1 It was said in 1.1 that we do not know much about individual methods of 
composing a text. Note down some of the things you do when you are writing 
and compare them with a friend. 


*This term is used here and elsewhere to refer to language which is presented and practised orally 
(for example, through dialogues and related activities). It does not imply that the learners have not 
seen the written form. 
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References* 


2 We produce a sequence of sentences ... linked together in certain ways. 


Reread 1.1 and make a list of some of the linking devices used. 


3 Make a list of the things you use writing for. Arrange them as follows: 


— 


PERSONAL | PROFESSIONAL 


4 


Compare your list with a friend. 
4 Write out a version of the conversation between the two speakers in 1.4.2 in 


normal written prose style. 


1 The corrected draft on page 2 comes from J Barzun and HF Graff: The 
Modern Researcher (1970). The transcript of spoken English on page 4 
comes from the David Freeman Show (1985), in which David Freeman 
interviews professional musicians. 

2 On writing see J Britton in A Davies (1975): Teaching Writing; F Smith 
(1982), S Krashen (1984) pages 4-19 and V Zamel (1981 and 1983). 

3 On paralinguistic features see D Abercrombie in J Laver and S Hutcheson 
(1972): Paralanguage. 

4 On the ways in which languages organise thought patterns in different ways 
see R B Kaplan in K Croft (1980): Cultural Thought Patterns in Inter- 
Cultural Education. 


5 On the pedagogical value of writing see C Bratt Paulston (1972) pages 33-6. 


For a more extreme view of the value of teaching writing see M Sharwood- 
Smith (1976) pages 17-19. 


* All references are to books and articles listed in the Bibliography on page 153. 
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2.1 
Understanding 
how the written 
language 
functions 


Learning to use the resources of 
the written language 


One of our major tasks is to familiarise the learners with the devices that are 
needed for effective communication through the medium of writing. In extent, 
this is not unlike the task we have in teaching the appropriate use of stress and 
intonation for oral communication. In both cases an awareness of how 
language functions as a communication system can only be taught through 
adequate exposure to the language and through activities which lead to an 
understanding of the devices which the language employs. Of the two, 
exposure is the more important. 

For this reason, reading will play an extremely important part in the 
development of writing ability because, although in itself it will not produce 
good writers, it appears to be an essential pre-condition. Reading may of 
course be a goal in its own right and in any case is‘likely to be a more important 
one than writing. But the two skills can and should be developed in close 
collaboration. In any case, true understanding of a text — any type of text 
ranging from an informal letter to the formal exposition of some highly factual 
topic — depends on an appreciation of the devices which the writer has 
employed in order to convey his meaning through the medium of writing. This 
appreciation is an important step towards effective writing. 

To develop this understanding it is not enough to focus attention on those 
bits of information which the reader can easily retrieve from the text at a 
superficial level of understanding. This type of activity may be a useful 
expedient for certain kinds of oral practice, but it does not significantly help the 
learners to understand how the writer is getting his meaning across, and 
therefore, in the long run, does not contribute greatly to reading efficiency. We 
need to get them to examine the text at a much deeper level. In time it is hoped 
that they will begin to do this more or less intuitively. 

Two examples of how texts can be dealt with for this purpose are given 
on the next page. 
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2.1.1 The first example we shall examine is a letter. The text is a piece of personal 
Personal communication: the writer knows his reader and we may assume that he had 
communication reasons for writing to him, rather than speaking to him directly (for example, 


on the phone). 


p 


92 Mount Road 
London 
NWO 3YE 
October 1O /987 | 


{ 
| 


Pear Mike, 
Sorry | wasn't able fo get to your 
party last Saturctay. a was all 
| veady lo come and just about to 
leave when got A i hore cats 
from a friend . He had just 
arrived from Teheran - on his 
way to Canada -and he wanted 
| lo spend the werung with me 
before he left the next morning. 
Wet, | coutant refuse, conta J? 
Of course | bried” to phone you, 
but your number wns engaged, 
And after that | was busy with 
| my fiend at erening . 
~ Thepe youl understand . | 
Rnow You. needed my recoils, 
but I’m sure yor att had a 
marvellous Ome just the same. 
My evening , as ut burned out, | 
was vather boring . | 
Hope le ste you soon. 


Yours, 
Nick 


=d 


What, then, are the kinds of thing we can do in order to get the learners to 
look at this letter as a piece of personal communication? A possible approach is 
outlined here. 
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(a) What is the writer’s purpose? 


That is, we want the students to decide why Nick is writing to Mike. If they 
can recognise that Nick is apologising and giving his reasons (or excuses!) 
for not doing something, then they have identified the overall 
communicative purpose of the letter. In this case it is fairly obvious, but in 
other contexts it may be harder to elucidate. The point of the activity is to 
demonstrate that understanding the writer’s communicative purpose is an 
essential part of understanding the text. 


(b) How does the writer achieve his purpose? 


Here we get the students to consider some of the ways in which the writer 
does this. For example, how does he apologise? How does he try to assure 
Mike that he intended to come to his party? How does he assure him that 
he tried to get in touch with him? What is the significance of: Well, I 
couldn’t refuse, could I? and I know you needed my records? Why does he 
mention that he had such a boring evening himself? It is through questions 
of this kind that we can begin to get the students to understand why the 
writer wrote certain things and expressed them in a certain way. 


(c) How does the writer establish and maintain contact with his reader? 


Here we can get the students to look both at the language in general and at 
particular expressions to draw their attention to the ways in which he does 
this. In this letter it is done partly through the informal style, which reflects 
certain features of conversational English (for example, the use of 
contracted forms such as wasn’t, couldn’t and ellipsis: Sorry I wasn’t able) 
and partly through appealing to his reader directly with: Well, I couldn’t 
refuse, could I? and I hope you’ll understand. 


(d) What typical features of written English are there in the text? 


Here we will get the students to look at features such as linking devices, 
sentence structure and inter-sentence structure. While we would not 
expect to find a great many samples within the context of an informal letter 
such as this (the third sentence provides the best example, with cohesion 
through the use of the pronoun he and the structure of the sentence itself), 
we want them to appreciate that this is not speech written down, however 
informal the style may be and however much it reflects certain features of 
conversational English. To reinforce this point, we might get them to 
transform the letter into a conversation, which, even though it is 
hypothetical, will underline the differences between the two mediums of 


communication. A conversation between Nick and Mike might have gone 
something like this: 


NICK: 
MIKE: 
NICK: 
MIKE: 
NICK: 


Look, Mike, I’m terribly sorry I couldn’t get to your party... 
Yeah ... why didn’t you phone? 

Well, I did try ... I just couldn’t get through... 

So what happened, then? 

Well, just at the last minute . . . I was just about to leave in fact . .. 


and the phone rang and. well, I’ve got this friend in Teheran. you 
see, and... (etc.) 
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Finally, we might get the students to compare this letter with a formal note 
of apology, such as this: 


I regret that I was unable to attend the party 
to which you so kindly invited me, due to 
circumstances beyond my control. Please 
accept my sincere apologies. 


We might also ask them to consider the circumstances in which such a 
note might have been written and why, unlike Nick, the writer does not go 
into the reasons for his not going to the party. 


For our second example, we shall look at a piece of expository writing.* Unlike 
the text in 2.1.1, it is not addressed to a person known to the writer. 


Electricity is the most useful form of energy there is. Itis easy to 
produce; it can be transmitted over long distances; itis clean to use 
and it has no smell. Above all, it is convenient. 

The electricity produced by nature — lightning — is a different 
kind of electricity from that which flows through an electric light 
bulb. It is called static electricity, because it exerts a force which is 
stationary. It is easy to demonstrate electrostatic attraction. Ruba 
comb on the sleeve of your jersey. This will charge the comb with 
static electricity, and it will now pick up small pieces of paper. 

The other kind of electricity needs to flow in order to have any 
effect. The electricity in a battery, for example, will not make a light 
bulb glow until bulb and battery are linked by wires through which 
the electricity can flow. This kind of electricity is often called current 
electricity; the wire ‘channel’ through which it flows is known as the 


circuit. E 


This kind of text is clearly very different from the one in 2.1.1. As we have 
noted, the writer is not addressing anyone in particular, at least not anyone 
known to him personally. However, we must assume that he has some sort of 
readerin mind, and that this is relevant to the way he writes. We might begin, 
therefore, by trying to get the students to identify what sort of person this is. If 
we examine the text, we find that the writer is presenting some basic 
information on the subject of electricity. The reader he is addressing, then, 
whom he keeps in mind throughout, is presumably someone who knows little 
or nothing about the subject, and his purpose, his communicative goal, is to 
inform him of some basic facts. 

Having established the writer’s intention, we might then get the students 
to consider how he goes about presenting these basic facts to the reader. We 
could begin by inviting them to consider, in a general way, on the basis of their 
experience, what we normally do in a situation like this when we want to get 


*From The Sampson Low Great World Encyclopaedia (1975). 
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across some information to a person who is unfamiliar with the subject. 
Some useful questions to ask the students would be: 


— How important is it to sequence the various pieces of information? (What 
happens, for example, if the various pieces of information are jumbled up?) 


— How does it help to compare and contrast certain items? 
— What is the purpose of giving examples? 
— How important is it to define new terms and how do we do it? 


We can then move from the general experience of the students to an 
examination of the text itself. At this stage some useful questions to ask would 
be: 


— How has the writer sequenced his information? 


— Has he separated one piece of information from another? (How has he 
done it?) 

— Has he made any comparisons or contrasts? (How do these help the reader 
to understand the subject matter?) 


— Has he defined any terms? (How has he done it?) 


Our examination of the text along these lines should help the students to see, in 
particular, that the structuring of the second and third paragraphs is quite 
deliberate: the writer might have gone about it in a different way but what he 
chose to do was to deal first with one type of electricity and then with another, 
contrasting the two kinds and supporting each with examples. 

We can draw attention to the overall structure of the text through some 
sort of diagrammatic analysis. For example: 


Para 1: Introductory statement about the value of electricity 
Supporting statements as examples of its value 


Para 2: First type of electricity contrasted with the second 
Definition of term 
Example 


Para 3: Second type of electricity 
Example 
Definition of terms 


Even a simple breakdown like this will help the students to appreciate not only 
that the text has an identifiable structure but also that it is this structure, 
together with the language through which it is realised, that enables the writer 
to communicate effectively with his reader. 

Finally, we can get the students to look at some of the linguistic devices 
which the writer has used. Some of these serve to unify the text, while others 
realise the organisational structure outlined above. These devices are 
examined in greater detail in 2.2.2. Here, however, we might note the variety 
of ways in which the writer presents his examples to the reader. 


N 


Para 1: He uses a series of supporting statements. 


Para 2: He makes a direct appeal to the reader to carry out a simple 
experiment. 


Para 3: He provides a concrete example. 
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We should also note how he unifies his text through devices such as The other 
kind of ... This kind of ... and through the use of the pronoun form it 
alternated with repetition of the key lexical item electricity. 


We cannot pretend that analysis of texts along these lines will by itself enable 
the students to learn to write effectively. This can only be achieved through 
adequate exposure to the written language backed up by appropriate practice. 
But, given the problems of expressing oneself through the medium of writing, 
it would seem that some explicit examination of how we communicate through 
writing is an indispensable part of the programme. In particular, it serves to 
make the students aware that any piece of writing is an attempt to communicate 
something: that the writer has a goal or purpose in mind; that he has to establish 
and maintain contact with his reader; that he has to organise his material and that 
he does this through the use of certain logical and grammatical devices. 

We shall of course have to examine a great many different kinds of writing 
and it is assumed that the analysis of texts along these lines would be an 
ongoing activity, carried out at different levels of difficulty at different stages of 
the programme. In the early stages we shall have to use the students’ mother 
tongue for this purpose, otherwise they may miss the finer points of the 
analysis. Later on, we shall also want to refine our two types of writing and 


establish sub-types: different kinds of letters, reports, narrative texts and so on. 


But the basic distinction which has been drawn — between those situations in 
which the writer is addressing someone he knows and those in which he is 
writing in some kind of institutional capacity — is a fundamental one. Each 
type of writing has its own value, both in terms of developing writing skills and 
for the learners personally. 


When we speak of the written language and its resources, this should not be 
taken to imply that we can draw any sharp dividing line between the language 
used in speech and the language used in writing. Rather, we have two 
independent but interrelated forms, embodied, at the level of phonology and 
graphology, in two different mediums. Both the spoken.and the written forms 
can draw on the same linguistic resources of the language, its grammar and 
lexis, but the extent to which they draw on some resources rather than on 
others relates largely to the nature of the two channels: speech as the language 
of immediate communication; writing as the way of making contact at a 
distance. 

Thus, certain types of sentence structure, such as non-restrictive clauses 
(for example: This type of clause, which is rarely heard in speech, is quite 
common in writing) are more typical of the written language, but they may 
occur in speech. However, to take the example of non-restrictive clauses, 
speech has its own way of handling parenthetic constructions. For example: 
This type of clause — you don’t often hear it in speech — is quite common in 
writing. 

Similarly, most sentence-linking devices and those used to express logical 
relationships also occur in the spoken language but, because of the nature of 
the channel (the immediacy of the listener, the possibility of interaction), they 
are less frequent than in writing, where they are essential for the construction 
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of a text which has to be understood without further help from the writer. 

In general, therefore, it can be said that our purpose in selecting certain 
types of sentence structure rather than others and in making greater use of 
linking and other devices is determined by the need to make the meaning of the 
text as explicit as possible. Thus in speech an utterance such as: 


John may go. 


is Clear. In writing, however, we may have to use a different kind of modal 
construction which does not depend on intonation. For example: 


There is a possibility that John will go. 
Similarly, in speech: 
John did it. 


is clear, but in writing we can help our reader by using an alternative 
construction such as: 


It was John who did it. 


In the written form of the language, then, there is greater reliance on the 
structural elements alone and this, together with the time the writer has for 
organising his text, accounts for the higher frequency of certain structures. 


These include spelling, punctuation and other devices which the written 
language makes use of in order to convey patterns of meaning. This section is 
not intended to provide a spelling or punctuation guide but rather to assess the 
value of these features as part of the resources of the written form of the 
language and therefore their relative importance in a writing programme. 


(a) Spelling 


Mastery of the writing system includes the ability to spell. However, 
because in English the relationship between sound and symbol is a 
complex one,* spelling is a problem for many users of the language, native 
and non-native speakers alike, and most of us are obliged to consult a 
dictionary from time to time. While we do not want to encourage the 
learners to be indifferent towards spelling, we should acknowledge that 
mis-spelling rarely interferes with communication — in fact, English 
spelling was not standardised until the eighteenth century — any more 
than, on a phonemic level, mistakes of pronunciation greatly affect 
intelligibility. 

It is inappropriate, therefore, in a writing programme, to adopt too 
prescriptive an attitude towards spelling. This tends to be encouraged by 
the fact that writing is open to inspection and is used in tests and à 
examinations. Responsibility for ensuring an adequate mastery of spelling 
should be divided between the teacher and the learner: it is the teacher’s 
responsibility to provide guidance in key areas, through rules, since 
English spelling is by no means unsystematic and much help can be given in 


*There are forty-four phonemes in English and twenty-six letters of the alphabet. In the 
orthographic system, letters are combined to form different symbols (e.g. n and ng) while some 
symbols do double duty (e.g. y represents both the /j/ and /i/ phonemes). 
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this way, while it is the learner's task to consult a dictionary for guidance. 
This habit will be greatly encouraged by drawing attention to mistakes 
rather than correcting them (see Chapter 10). On the whole, however, 
spelling efficiency and improvement is likely to relate to reading (i.e. the 
amount of exposure) and this again emphasises the importance of reading 
in developing writing ability. 


| (b) Punctuation 

` Except in a few areas, the conventions governing the use of the visual 
devices known as punctuation are fairly well established, although 
punctuation has never been standardised to the same extent as spelling. 
Attitudes, therefore, tend to be fairly prescriptive, extending even into 
areas where variation in usage is tolerated. The result of this is that the 
learners are inclined to treat punctuation as something that can be done 
mechanically and as an ‘extra’ rather than as an essential part of the writing 
system. 

The communicative value of punctuation needs to be demonstrated. 
For example, it is precisely because the reader expects sentence 
boundaries to be marked (with a capital letter at the start and a full stop, or 
some equivalent device, at the close) and because he expects questions to 
be signalled with a question mark, even though the presence of this symbol 
may be redundant in most cases, that these conventions cannot be ignored. 
Similarly, at a higher level, the reader expects to have paragraphs marked 
for him, normally by finding the opening sentence indented and the rest of 
the line after the last sentence left blank. These conventions tell him that 
the writer intends this set of sentences to be taken together. On the other 
hand, with devices such as commas and semi-colons, there is great 
variation both in how they are used and the extent to which they are used, 
and this should be freely acknowledged. We should also admit that there 
are areas of difficulty for most of us, such as the use of hyphens in 
compound nouns, where recourse to a dictionary is the only solution. 

In the area of punctuation, then, we can best help the students if we 
provide them with guidance that is not too rigidly prescriptive, and at the 
same time encourage them to consider the effect on the reader if, for 
example, sentence and paragraph boundaries are not marked. Likewise, 
instead of criticising a sentence or a paragraph for being ‘too long’, we 
might ask them to consider whether it placesastrainonthereaderinany 4 
way. Some punctuation devices admittedly call for a cautious use (for 
example, the use of exclamation marks and dashes) and here there is no 
harm in telling our students to use them sparingly. On the other hand, it 
would be wrong to deny the learners an expedient such as underlining 
words or phrases that call for special emphasis, since this is the equivalent 
of italicisation in print. 
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Other graphological resources 

Other graphological resources which form part of the wide range of devices 
available to us in the writing system include the use of headings, footnotes. 
tables of contents and indexes. These will not be relevant to all our 
students, but at least they should be aware that a heading enables the 
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writer to give his reader some advance notice of what to expect, while a 
footnote enables him to extract a supplementary piece of information from 
the text and still make it accessible to the reader. 


This term is used to refer to all the devices which are needed in writing in order 
to produce a text in which the sentences are organised into a coherent whole, in 
such a way that they fulfil the writer’s communicative purpose. This section is 
intended to provide a brief survey of these resources. A more detailed list, 
together with examples, is given in the Appendix. 


Rhetorical devices are looked at here under three headings: logical, 


grammatical and lexical. 


(a) 


(b) 


Logical devices 


Logical devices are words or phrases which indicate meaning relationships 
between or within sentences. These include those of addition, comparison, 
contrast, result, exemplification and so on (some of these we have already 
looked at in 2.2.2). It is through devices such as these that the writer is able 
to organise his ideas and to help his reader follow him from one sentence to 
another. 

To express addition, we may, for example, use the co-ordinator and, 
but other devices are available to us, such as furthermore, moreover, 
besides, in addition (to ...), what is more, etc. The appropriate use of one 
of these devices tells the reader that two sentences are intended to be taken 
together. For example: 


The public library has 21,000 books which can be taken out on 
loan. In addition, there is a reference section of over 6,000 
volumes. 


Similarly with the relationship of contrast: this may be signalled through 
the co-ordinator but or by using however, yet, while, on the other hand, etc. 
For example (to continue the sequence above): 


... In addition there is a reference section of over 6,000 volumes. 
Many of the books in this section, however, are not kept on the 
shelves and are only available to the public on request. 


Through the use of however the writer has signalled a difference between 
the part of the library which contains the books that can be borrowed (and 
are on the shelves) and the reference section, where some books are stored 
separately. 

We have seen in 2.1.2 how important these devices are in presenting 
ideas so that the text has a clear structure. This helps the reader to follow 
the writer's thought. In certain types of text, it would be extremely difficult 
to organise the content effectively without the appropriate use of devices 
for enumeration (first(ly), in the first place, second(ly) . . . finally, last of all, 
etc.) and for summarising (in short, on the whole, etc.). 


Grammatical devices 


Equally important for the cohesion of a text are the links established by 
certain grammatical devices. such as those, for example, which signal 
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relationships between sentences by means of back reference (or anaphora). 
There are several instances of this type of linking in the text in 2.1.2. For 
example: 


Electricity is the most useful form of energy there is. (jis easy to use; 


can be transmitted over long distances (etc.). 


Here the link between the sentences is established through the use of 
the pronominal form it. The examination of almost any text will reveal that 
this is an extremely common way of binding sentences together and giving 
a text cohesion. It is not a device, however, whose value is immediately 
appreciated by non-native users of the language. 

Back reference binding two sentences together may also be effected 
by means of a deictic, such as a demonstrative adjective or pronoun or an 
article. For example, in (a) above we had: 


In addition, there is a reference section of over 6,000 volumes. Many 
of the books in(this)section, however, ... 


In the text in 2.1.2 we had: 


eg l 
Rub a comb on the sleeve of your jersey.(Thigwill charge the comb 
with static electricity. 


This links the second sentence with the whole of the preceding one. 
Compare, for example: 


SS SS 
Go to the reference section.(Thisiis where you will find the books you 


need. 


Here the link through this is only with part of the preceding sentence: the 
reference section. 


The text in 2.1.2 also provides an example of the anaphoric use of the. 


Ruba E your jersey. This will charge¢he comb) 


with static electricity. 


Here the use of the signals to the reader that the writer is referring to the 
comb mentioned in the previous sentence. 

Finally, we should note that sentences are frequently linked through a 
change of word or phrase order: for example, by placing a word or phrase 
in the front position in the sentence: 


a SEA 
Go to the reference library. (Here)you will find the books you need. 
——_—a—— 
John worked in the library between 1970 and 1975. At that time) the 


library... 


TT) da) a ilo OROROORO OR OR ORORO R IP P IR G ip ip ip p p IP IP p Ip Ip Ip PP p I 


Para 


| 


GUERRE EE PAR E E A A A A A A A 


2:2:3 
Pedagogical 
implications 


LEARNING TO USE THE RESOURCES OF THE WRITTEN LANGUAGE 


(c) Lexical devices 


Almost any text displays a great deal of cohesion on a lexical level. To 
some extent this might be felt to be inevitable, but nevertheless this is 
another significant way in which sentences are linked together. 

Key words, for example, are often repeated: electricity occurs ten 
times in the text in 2.1.2 although it is also replaced by it to give 
grammatical cohesion. Key items are also repeated in different forms: 
thus, in the text in 2.1.2 we have not only electricity but also electric and 
electrostatic. Another common device is the use of a synonymous word or 
phrase. For instance, in the first example in (a) above we have books in the 
first sentence and volumes in the second. 


The pedagogical problems we are faced with in this area are clearly 
considerable. For the most part, oral work will have focused mainly on a 
mastery of sentence structure, which in itself is a formidable learning task, with 
little or no attention being paid to the way in which sentences are linked or 
sequenced. In any case, as we have seen, the nature of the medium calls for a 
different kind of organisation, much more rigorous than in speech, so that, 
even if the learners are familiar with some of these devices, they will still have 
to learn how to use them in writing. The writing programme requires, 
therefore, both an extensive understandihg of these resources and considerable 
practice in using them in appropriate forms of written expression. 

Analysis of texts can contribute significantly to the learners’ understanding 
of these devices. In particular, we might note that many students are simply not 
aware, for example, how the use of the pronominal forms and other 
substitution devices contribute to the cohesion of a text (in their mother tongue 
the subject pronominal forms such as he, she, it, they may even be optional 
elements in sentence structure). The use of adverbial words and phrases in the 
front position in the sentence (referred to on page 18) will probably require 
special teaching, since on the whole this will have been discouraged for oral 
production. In oral work, it is often a problem to get the learners to use: There 
was a book on the table, whereas: On the table there was a book might be the 
appropriate form in a written sequence of sentences. 

The logical devices may also present problems on a conceptual level. The 
learners have to understand not only the semantic differences between one 
type of device and another, but also the different shades of meaning between 
one item and another, since they are not all freely interchangeable. There is 
obviously considerable danger, therefore, in exposing the students to too many 
of these devices at one time (for example, in the form of a list). Their 
introduction into the writing programme must be gradual and systematic. At 
the same time, however, since all the devices — logical, grammatical and 
lexical — occur simultaneously in a text and since sentences intended tobe ` 
taken together commonly display more than one linking feature, it does not 
seem feasible or even desirable to try to deal with these different kinds of 
linking devices separately. This problem is looked at again in 3.3. 
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1 Do you agree that reading is an important factor in teaching writing? 

2 Why is it important to try to get students to understand a writer's 
communicative purpose? 

3 Do you agree that it is necessary to pay attention to spelling and 
punctuation? 

4 From your experience of teaching (or learning) a foreign language, do you 
think that the rhetorical devices listed in 2.2.2 could be picked up (e.g. from 
reading) or need to be taught systematically? 


1 Repeat Exercise 2 on page 8, which you first attempted after reading 
Chapter 1. 

2 In2.1.1(d) you have the beginning of a conversation between Nick and 
Mike. Suggest how it might continue. 

3 Read the following text carefully: 


smoking which)may be a pleasure for some people, is a source of 
serious discomfort fortheipfellows. [Further] medical authorities express 
their concern about the effect of smoking on the health{not onlylof those 
who smoke[but also|those who must involuntarily inhale the contribution 
of the smokers to the atmosphere. 

As you are doubtless aware, a considerable number of our students 
have joined together in an effort to persuade the university to ban 
smoking in the classrooms. I believe they are entirely right in their aim. 
However, I would hope that it is possible to achieve this by an appeal to 
reason and to concern for others rather than by regulation. 

Smoking is prohibited by City by-laws in theatres and in halls used 
for showing films as well as laboratories where there may be a fire 
hazard. Elsewhere, it is up to your own good sense. 

I am therefore asking you to maintain ‘No Smoking’ in the 
auditoria, classrooms and seminar rooms where you teach. This proof of 
your interest for their health and well-being is very important to a large 
number of our students. 


In the first paragraph, back reference has been indicated by means of a circle 


and an arrow. Other linking devices have been boxed. Mark the rest of the 
text in the same way. 


me 


On the importance of teaching comprehension of a text, see A Davies and 
H G Widdowson in J P B Allen and S Pit Corder (1974) Reading and 
Writing. 

2 On spelling, see J Pearce in P Doughty, J Pearce and G Thornton (1972) 
Spoken and Written. For spelling rules, see R A Close (1975) and E Abbott 
(1979). 

3 On punctuation, see R Quirk et al (1972) and R A Close (1975). 

4 On the rhetorical resources of the written language, see A Tadros in 


D L Bouchard and L J Spaventa (1980) and V Horn (1972). The division into 


logical, grammatical and lexical is based on the description given by Tadros. 
For more extensive treatments of cohesion, see R Quirk (1972) Sentence 
Connection and M A K Halliday and R Hasan (1976). 
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3.1 
Approaches to 
teaching writing 


3.1.1 
Focus on accuracy 


General principles 
for teaching writing 


ONE, TWO, THREE, FOUR, FIVE, NINE HUNDRED AND NINETY: 
| SIX, SEVEN, EIGHT... TWO WORDS TO 60! 


© 1986 United Feature Syndicate.inc 


Attempts to teach writing — since the time when students were merely given a 
topic of some kind and asked to produce a ‘composition’ without further help 
— have usually focused on some particular problematical aspect of the writing 
situation. Some key approaches are examined below. 


Mistakes show up in written work (especially since this is usually subject to 
rigorous “correction’) and not unnaturally come to be regarded as a major 
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3.1.2 
Focus on fluency 


3.1.3 
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problem. It was assumed that students made mistakes because they were 
allowed to write what they wanted, and accuracy-oriented approaches have 
therefore stressed the importance of control in order to eliminate them from 
written work. Students are taught how to write and combine various sentence 
types and manipulation exercises like the one below are used to give them the 
experience of writing connected sentences. 


A (1) man (2) walked (3) down the street. A (4) girl (5) was waiting for 
him outside a (6) shop. As he approached, she smiled (7) and said, 
‘Hello. How are you?’ 


(1) tall, young, well-dressed 

(2) with a beard, in a black hat, with sunglasses 

(3) rapidly, hurriedly, impatiently 

(4) pretty, fair-haired, dark-skinned 

(5) in high-heeled shoes, with an umbrella, in a pink hat 
(6) chemist’s, grocer’s, bicycle 

(7) pleasantly, attractively, in a friendly manner 


— 


z> 


Gradually the amount of control is reduced and the students are asked ta 
exercise meaningful choice (in the example above they do not have to think 
and they cannot make mistakes). At a still later stage, they may be given a 
good deal of guidance with language and content, but allowed some 
opportunities for self-expression. 

This controlled-to-free approach was very much a product of the audio- 
lingual period, with its emphasis on step-by-step learning and formal 
correctness. Many such schemes were carefully thought out and, although no 
longer fashionable, they produced many useful ideas on how to guide writing. 


In contrast, this approach encourages students to write as much as possible and 
as quickly as possible — without worrying about making mistakes. The 
important thing is to get one’s ideas down on paper. In this way students feel 
that they are actually writing. not merely doing ‘exercises’ of some kind; they 
write what they want to write and consequently writing is an enjoyable 
experience. 

Although this approach does not solve some of the problems which 
students have when they come to write in a foreign language (see 4.1), it draws 
attention to certain points we need to keep in mind. Many students write badly 
because they do not write enough and for the same reason they feel inhibited 
when they pick up a pen. Most of us write less well if we are obliged to write 
about something. A fluency-approach, perhaps channelled into something like 
keeping a diary, can be a useful antidote. 


This approach stresses the importance of the paragraph as the basic unit of 
written expression and is therefore mainly concerned to teach students how to 
construct and organise paragraphs. It uses a variety of techniques, singly and in 
combination, such as: 


— forming paragraphs from jumbled sentences; 
— writing parallel paragraphs; 
— developing paragraphs from topic sentences (with or without cues). 
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art 
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Once again this approach identifies and tries to overcome one of the central 
problems in writing: getting students to express themselves effectively at a level 
beyond the sentence. 


In real life, as we have seen, we normally have a reason for writing and we 
write to or for somebody. These are factors which have often been neglected in 
teaching and practising writing. Yet it is easy to devise situations which allow 
students to write purposefully: for example, they can write to one another in 
the classroom or use writing in roleplay situations. 

Although, like fluency writing, this approach does not solve specific 
problems which students have when handling the written language, it does 
motivate them to write and shows how writing is a form of communication. 


Although some writing schemes and programmes have tended to rely largely or 
exclusively on one or other of these approaches, in practice most teachers and 
textbook writers have drawn on more than one and have combined and 
modified them to suit their purpose. 

In recent years classroom methodology has been heavily influenced by the 
communicative approach, with its emphasis on task-oriented activities that 
involve, where possible, the exchange of information and the free use of 
language, without undue concern for mistakes. Receptive skills are also given 
more prominence and students are exposed to a wide range of spoken and 
written language. A good deal of recommended writing practice directly 
reflects the main concerns of this approach, although in practice both teachers 
and textbook writers deal with the classroom situation pragmatically and 
therefore retain a good deal of controlled practice. In general, however, 
attention is paid to motivation and there is usually some room for self- 
expression, even at the lower levels, as the examples on page 24 show. 

No less interesting and significant are some of the ‘side effects’ of the 
communicative approach. For example: 


— Students get more opportunities to read (and also to read more interesting 
and naturally written texts) and this kind of exposure to the written 
language is beneficial to writing. 


— Both listening and reading material have related activities (see 6.3.1), many 
of which lead to incidental writing of a natural kind, such as note-taking. 
This in turn can lead on to further writing, such as using the notes to write a 
report. The factual nature of much reading and listening material is also 
useful for related writing activities. 


— Learners are encouraged to interact and the activities required for this often 
involve writing (e.g. questionnaires, quizzes, etc.). Many of these activities 
involve an element of ‘fun’, so that students often enjoy writing (without 
perhaps realising it). 

— Students are encouraged to work together in pairs and groups and to share 
writing tasks. This removes the feeling of isolation which bothers many 
learners. 


In spite of these.advances, however, writing skills are still relatively neglected 
in many courses. Objectives are rarely spelt out as clearly as they are for oral 
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work and there is an overall lack of guidance for the systematic development of 
written ability. It is likely. therefore, that many teachers will need to look for 
ways of supplementing their coursebooks if they want their students to become 
proficient in writing. This. in any case, will always be necessary. as with oral 
work. when trying to meet the individual needs of certain groups of students. 


2 Writean invitation fo your birthday party. 


Dead Hus proitation tod birthday party. 
Read this ue! 


Please come to my 
Birthday party on 
PPCM E 


hook at this letter: 


Biveeedees Who is it to 
Complete the 


Who is it frome 
letter, 


2 Making a date RRA ins = “ore z a FOE i 
On the right is vour diary for next week. m l a £ oo 2 


Orr, 
ara 


You want to do these things next week: ">. > 
8 : 
a ~= 
go swimming; go to the cinema; Ric: Shes 
5 dor, 
go dancing; watch the football on TV; 4;,,"*- 


go for a walk in the park; play tennis; 
have lunch ina restaurant 


£ = 
? x 
= Write a le 


tter t 


Arrange to do these things with another student. 
about yourself, 


You must do all of them and you must do each 
one with a different person. ° 


© Super 
Supe Mvoman (or Zombo) 


Now complete your diary. 


Read and write 


3 


i . ž a 
Read Steve's card to his mother 
and answer the questions: 


1 What is Steve doing? 
2 What is Joan doing? 
3 What do they do every day? 


Wi b like? aaa drive vey 
4 What is San Sebastian like? a Wwe ; : | 
l stay ún hotels. Spam Harlow 


Write vour own holiday postcard. 3 ig lovely 
i 5 % z ove laherva 
Sa fawtastie toon with a PY ok 
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In view of the many difficulties with which the students are faced in learning 
how to write a foreign language, the fundamental principle of guiding them in 
various ways towards a mastery of writing skills, and sometimes controlling 
what they write, is not one we can lightly dismiss, even if the principle has to 
some extent been misapplied (for example, in trying to eliminate mistakes). 
Rather, we should consider more carefully what kind of guidance we should 
give them, particularly in relation to the various problems they have when 
writing (see 1.4). 

On a linguistic level, since our aim is to develop their ability to write a text, 
one way of helping the students, and therefore of providing guidance, is by 
using the text as our basic format for practice, even in the early stages. While 
this does not rule out some sort of sentence practice, which may be necessary 
for the mastery of certain types of compound and complex sentence structure, 
best practised through writing because they are most commonly used in writing 
(see 4.4), we do not need to build into the writing programme a step-by-step 
approach which will take the learners in easy stages from sentence practice to 
the production of a text. With the text as our basic format for practice, we can 
teach within its framework all the rhetorical devices — logical, grammatical 
and lexical — which the learners need to master. While we must be careful not 
to overwhelm them with too many difficulties at any one time (see 2.2.3), there 
is no apparent justification for attempting to separate features of the written 
language which go naturally together. 

By using texts (letters and reports, for example — even dialogues in the 
early stages) as our basic practice format, rather than some other unit such as 
the sentence or even the paragraph, we can make writing activities much more 
meaningful for the students and thereby increase their motivation to write well. 
The text provides a setting within which they can practise, for example, sentence 
completion, sentence combination, paragraph construction, etc. in relation to 
longer stretches of discourse. In this way they can see not only why they are 
writing but also write in a manner appropriate to the communicative goal of the 
text. 

This, then, is one way of helping the learners: by making writing tasks 
more realistic, by relating practice to a specific purpose instead of asking them 
to write simply for the sake of writing. In order to find our contexts for written 
work, we shall also need to explore opportunities for integrating it effectively 
with other classroom activities involving not only reading but also speaking and 
listening. Writing tends to get relegated to the level of exercises partly because 
it is treated as a compendium to the lesson rather than as a worthwhile learning 
activity in itself. While it is convenient, as we have acknowledged (see 1.6 (d)), 
to be able to set written work as homework and while writing may not come 
very high on the list of priorities, this does not mean that it cannot take its place 
as part of a natural sequence of learning activities. 

A writing activity, for example, can derive in a natural way from some 
prior activity such as a conversation or something read. As in real life, it can be 
the consequence of a certain situation. We see an advertisement for a job, for 
example, which involves reading. We talk about it and perhaps phone up about 
it, which involves speaking and listening. We then decide to apply for the job — 
which involves writing. Although. perhaps, we cannot completely integrate 
writing with other activities without a radical change in materials design (see 
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8.3), there is much we can do to relate it more effectively to other classroom 
activities: for example. by extending the contexts which we have set up for oral 
work, through simple role-play activities, to provide a meaningful setting for 
writing activities as well. In this way we can hope to overcome some of the 
difficulties which the learners have with role projection for writing tasks. 

So far we have looked at guidance in terms of what kind of framework — 
linguistic and contextual — we can provide in order to make writing tasks 
more purposeful rather than in terms of the actual support we can give the 
students in order to ensure that they complete their tasks with reasonable 
success. Since the major part of this book is concerned with an exploration of 
the various techniques and procedures we can use, at this stage we shall only 
stress that we need a whole range of techniques, each appropriate to specific 
goals and needs. Variety is important, as in oral work. This is essential for the 
sake of interest: the learners get bored if they are constantly asked to perform 
the same type of task. But another significant factor is that certain techniques 
are effective for developing particular writing skills. For example, texts (read 
or heard) provide the right sort of context for note-taking: they not only lead 
on to meaningful writing tasks but also provide a model for the kind of writing 
expected. Visual material, on the other hand. properly used (see Chapter 7) 
provides a more open-ended framework for writing activities of different kinds 
at different levels, but it is less suited for elementary writing activities than is 
often assumed. Particular kinds of visual material, such as diagrams and tables, 
are valuable for developing organisational skills. Clearly, then, our approach 
should be as eclectic as possible, using those forms of guidance which are 
appropriate to different kinds of writing at different levels of attainment. 

One thing that needs special emphasis, however, is that guidance need not 
— indeed should not — imply tight control over what the learners write. If, for 
example, we accept that errors in speech are not only inevitable but are also a 
natural part of learning a language, then we should accept that they will occur, 
and to some extent should be allowed to occur, in writing too. Unless the 
learners are given opportunities to write what they want to write, they will 
never learn this skill. As in speech, when we provide opportunities for free 
expression, errors will occur, but this is a situation which we must accept. 
Perhaps it is largely our attitude towards these errors that is wrong: because 
they occur in writing, we feel that they must be corrected, whereas in speech, 
perhaps because it is more transient, we are inclined to be more tolerant. 

This is far from suggesting that free expression is the solution to learning 
to write: on the contrary, the learners have need of guidance, as they do with 
oral work. They must also be encouraged to look critically at what they write 
and taught to draft, correct and rewrite. But since no approach to teaching 
writing has yet been devised which will take them smoothly from writing under 
control to free expression, it seems reasonable to provide some opportunities 
for writing freely, even in the early stages, as we do for oral work. This will not 
only enable us to see whether the students are making any real progress; it will 
also ensure that they become learners rather than leaners. 
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3.4 
The needs of the 
learners 


GENERAL PRINCIPLES FOR TEACHING WRITING 


In this section some of the main issues of Chapters 1-3 are reviewed. They are 
now presented in the form of guidelines for a writing programme. 


(a) 


(b) 


(c) 


(d) 


a * 


Teach the learners how to write. 


The ability to write is all too often assumed, especially if the learners are 
mature, can write reasonably well in their mother tongue and have also 
acquired some proficiency in the spoken language. But oral skills — both 
listening and speaking — have to be taught, through appropriate 
techniques and through appropriate forms of practice. Since the spoken 
and written forms of the language are not the same and since writing is a 
different way of communicating from speech, it follows that writing skills 
require special teaching too. 


Provide adequate and relevant experience of the written language. 


‘We work on the principle that oral ability requires a firm foundation in 


listening and that the latter must be on a broader basis than speaking. 
Similarly, writing has to be preceded and accompanied by wide exposure 
to appropriate models of written language. If the learners have only seen 
dialogues in their textbooks and narrative prose in their readers, they 
cannot be expected to produce other varieties of the written language 
appropriate, for example, to letters,or reports. 


Show the learners how the written language functions as a system of 
communication. 


Exposure to the written form of the language by itself is not sufficient. The 
learners also have to be made aware of how we communicate through the 
written medium and how this differs from speech. In particular, they need 
to be shown that any piece of writing, whether or not it is addressed to a 
specific reader, has a communicative purpose. They need to understand, 
therefore, how the resources of the written language are used to fulfil this 
purpose, by establishing and maintaining contact with the reader in order 
to get one’s ‘message’ across. 


Teach the learners how to write texts. 


We have already seen that writing, at least in any significant form, involves 
the ability to organise sentences into a coherent whole or text. Most 
writing practice should from the start aim to teach those devices of the 
written language (as identified in 2.2.2) which are needed to write various 
types of text. The practice of these devices should, wherever possible, be 
within the framework of a text which has a definite communicative goal, so 
that the learners see the purpose of what they are writing. The learners 
must also be given opportunities to practise organising their ideas to 

form acceptable paragraphs. 


Teach the learners how to write different kinds of texts. 


The learners cannot be expected to master all the different varieties of the 
written form of the language. Many of them, in any case, would not be 
relevant to their needs, to the extent that these can be identified ina 
writing programme. At the same time, it is not enough to try to teach them 
a kind of ‘neutral’ general purpose form of written expression. As in 
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speech, they have to some extent at least to be able to select an appropriate 
style, formal or informal, depending on what they are writing about and 
whom they are addressing, and to be able to present this to the reader in an 
appropriate form. such as a letter or a report. Although it cannot be said 
that this is easy. many of the difficulties which the learners have in this area 
arise because of the nature of the writing tasks: for example, simply being 
asked to write a paragraph out of context. Also, this kind of task does not 
encourage them to think of writing as communication. Likewise, it might 
be noted, our goal should not be to teach different kinds of writing (such as 
narrative, descriptive, expository and so on) but rather to see that these 
are practised within the wider context of a text. For example, a letter may 
involve some ‘narration’ (see the letter in 2.1.1) or ‘description’, while a 
report might provide the setting for some expository writing. 


Make writing tasks realistic and relevant. 2 


All too often writing tasks lack reality for the learners because they do not 
give them the feeling that they are writing to or for somebody. They are 
done solely as a form of exercise for the benefit of the teacher, who reacts 
to them more like a judge than a genuine reader! The use of texts as the 
basic format for practice (see (d)) is only part of the solution. We must also 
attempt to identify those forms of writing which are most likely to be 
relevant to the learners’ needs, such as various types of personal 
communication (notes, letters) and ‘institutional’ communication (formal 
letters, reports) and to establish classroom contexts for practising them (as 
suggested in 3.3. This aspect is further developed in 4.5 and 5.5). This does 
not rule out the possibility of other kinds of writing (for example, creative 
writing, such as stories, although of course at a fairly low level), provided 
the motivation for this kind of work can be established. 


Integrate writing with other skills. 

Writing tends to be the ‘Cinderella’ of the four skills (at least at the lower 
levels) and is often relegated to the end of the teaching unit and used 
mainly for homework. This is unlikely to make the learners want to write. 
Where possible, we should introduce writing activities that lead naturally 
onto or from the use of other skills, so that the learners see writing as a real 
activity. 


Use a variety of techniques and practice formats. 


This is important because the learners get bored with the same type of 
activity (however worthy!). Also, as we have seen, some techniques and 
formats are appropriate to certain levels. For example, letter writing is 
especially suitable for use in the early stages because it permits the learners 
to make some use of the spoken forms of the language within a new 
framework. We must also recognise that, in terms of developing writing 
skills, we cannot be sure how effective any single technique is. 


Provide appropriate support. 


We have already noted (in 3.3) the importance of guidance and how, 
broadly, it can be interpreted in the writing programme in a variety of 
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Discussion 


GENERAL PRINCIPLES FOR TEACHING WRITING 


ways. It has been argued that guidance should be tempered with 
opportunities for free expression. We should remember, however, that 
writing tasks are generally imposed and that the learners may not have 
either the relevant ideas, when this involves some contribution on their 
part, or be sufficiently stimulated by the tasks to think of them. The 
problem is further compounded by their having to work on their own. 
Clearly there are many solutions to this problem and they need to be 
explored in a flexible way. In particular, however, the use of techniques 
and procedures which have proved valuable for oral work, such as pair and 
group work, need to be examined within the context of the writing 
programme. There seems no reason why, in the classroom at least, writing 
need be a solitary activity. 


. (j) Be sympathetic! 


We have considered at length the many problems involved in writing and 
these are freely acknowledged to prevail when we write in our mother 
tongue, not only in a foreign language. Except in specialised programmes, 
heavily weighted in favour of reading and writing skills, we cannot expect 
too high a level of proficiency. With the help of a programme which takes 
the learners’ problems into account, we can hope to make writing a more 
rewarding activity for them, both in terms of attainment and satisfaction. 
But we need to surrender our role as ‘judges’, except when writing is being 
tested or examined, and view what the learners write as attempts, however 
inadequate, to communicate. There is always a great temptation, perhaps 
a natural inclination, to concentrate on what is wrong in a piece of writing, 
mainly because, as we have already noted, it is there for us to read and 
reread. But if we are to be truly readers rather than judges, we should 
perhaps look not so much at what the learners have failed to achieve but 
rather at what they have actually succeeded in doing. 


1 Which of the approaches described in 3.1 do you think is most important? 


Why? 


z What reasons are given for taking the text as the basic format for practice? 
- Do you agree with this proposal? 
3 From your own experience of teaching (or learning) the written form of a 


foreign language, do you agree that free expression, as well as writing under 
control, should be a feature of the writing programme, even in the early 
stages? 


4 In the guidelines for a writing programme in 3.4 why are the following points 


emphasised? 

(a) The learners have to be exposed to different varieties of the written form 
of the language. 

(b) The learners have to be set realistic tasks. 

(c) The learners’ efforts need to be viewed sympathetically. 

Do you agree with these viewpoints? 


29 


Exercises 


References 


30 


1 


N 


jk 


to 


QW 


p- 


Examine any textbook of your own choosing to see what kinds of guided 
writing exercises are provided. In particular, consider whether the textbook 
writer tends to rely on a limited range of exercise types and whether he gives 
the learners any opportunities for free expression. 

Rewrite the exercise in 3.1.1 so that a meaningful choice has to be made 
from the items provided. 


For surveys of teaching writing, and in particular the use of guided writing, 
see C Bratt Paulston (1972). Also A Raimes and M Sharwood Smith in 

D L Bouchard and L J Spaventa (1980) and W Slager in The Art of TESOL 
(1982). Other accounts of teaching writing may be found in G Broughton et 
al (1978) and A Raimes (1983). For a description of the ‘fluency’ approach 
see Briere (1966). 

The controlled writing exercise on page 22 comes from DH Spencer Guided 
Composition Exercises (Longman 1967). Not all the exercises in this book 
are manipulative. 

For the purpose of writing this chapter, the following courses were surveyed 
for writing activities: B Abbs and J Freebairn Strategies (various levels) , 
(Longman); S Axbey Journeys (Longman); J Blundell Visa (OUP); 

D Bolton and L Peterson Breakaway (Nelson); J Carmichael Way Ahead 
(Penguin); M Ellis and P Ellis Counterpoint (Nelson); J Harmer Meridian 
(Longman); B Hartley and P Viney Streamline English (OUP); R O’Neill 
Kernel (Longman); M Palmer and D Byrne Track (Longman); M Swan and 
C Walters The Cambridge English Course (CUP); M Vincent et al Time for 
English (Collins) and N Whitney Checkpoint English (OUP). 

The illustrative material on page 24 comes from M Vincent et al Time for 
English (Collins ELT 1984) top; M Palmer and D Byrne Track (Longman 
1982) centre left; J Carmichael Way Ahead (Penguin 1985) centre right, and 
J Harmer Meridian (Longman 1985) bottom. 
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Writing in the early stages 


In the early stages of a language course, * the principal factor which affects both 
the quantity and the kind of writing that can be done is the small amount of 
language that the learners have at their disposal — language which to a large 
extent they have acquired orally and to a lesser degree through reading. 

The weighting, in favour of dialogue or narrative/descriptive type texts, 
may vary from one coursebook to another, but by and large we may assume 
that at this level patterns typical of the spoken language have been selected and 
that these are presented in contexts designed to promote oral fluency. We 
should also remember that the actual input of language is likely to be fairly 
slow: the students are learning how to understand and how to make themselves 
understood through the spoken medium. This is a situation which we have 
already contrasted with the one in the mother tongue classroom, when the 
learners first go to school (see 1.5). 

One solution to this problem would be to delay the introduction of writing, 
at least in any significant form, until the learners have a much greater command 
of the language, in the form of a plateau on which written work could be much 
more easily based. However, if we adopted this solution, we should fail to 
satisfy needs which the learners have in the early stages and which can be met 
thyough writing: reinforcement of material learned orally, variety of activity in 
the classroom and increased contact with the language through work that can 
be done out of class (see 1.6). These are good reasons for introducing writing 
and it would be wrong to ignore them. In any case, although we have to work 
mainly within the limits of language which has been learned for oral purposes, 
it is possible to introduce a small number of items needed specifically for 


*The first 75-90 hours or approximately the first year of a secondary school course. In some 
countries it is common for schoolchildren to have had some previous instruction in the language 
(e.g. at a middle school level) where the focus has been mainly on oral skills. 
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written work. These will enable us to make writing activities more interesting 
and also pave the way for more effective writing practice at a later stage. 


Although most writing at this stage will be under control, we can and should 
avoid manipulative procedures which do not encourage the learners to think 
about what they write and which in any case do not help them to understand 
how the written language functions. We must also introduce activities which, 
however simple, demonstrate that writing can be used for the purpose of 
communication. Qur objectives at this stage, however, must necessarily be 
modest. 

The following goals are suggested: 


(a) Writing activities should satisfy immediate needs by providing the learners 
with opportunities for handling, through the medium of writing, language 
which they have learned orally. 


For this purpose, it is suggested that we should use dialogue writing as the 
main type of activity. This is a type of text which the students are familiar 
with; it provides a context for reinforcing and practising sentence structure 
and to some extent allows them to be creative. 


(b) Writing activities should also be forward-looking by beginning to familiarise 
the learners with patterns of language typical of the written medium: in 
particular, some of the devices needed for linking and sequencing sentences. 


For this purpose, letter-writing offers a format which has many advantages. 
If the letters are informal, the language used can to a large extent be based 
on what the learners have already learned orally, but at the same time we 
can introduce a small number of linking and sequencing devices (see 4.4). 
For the most part, then, ‘exercises’ to practise these devices will be 
embedded within the contexts of letters. An important point to note is that 
the students will also be learning something new through writing: for 
example; the layout of a letter, modes of address and certain opening and 
closing formulas. 


(c) Writing activities should also give the learners opportunities to communicate 
through writing and, equally important, simply to enjoy writing. 
Although we cannot afford to neglect other types of writing activity in the 


classroom situation, in the end for many students enjoyment may prove tọ 
be the most motivating factor. 


You will need to get the right balance between these various types of activity so 
as to meet the needs of your particular students. 


After selecting the appropriate writing activity (see 4.3 for examples): 


(a) Decide how to present the activity to the class. 


For example, in the early stages, it will help to do a certain amount of 
writing with the students, on the board or overhead projector. This is 
especially useful for the type of activity described in 4.4, where the 
students are learning something new, such as the use of certain connectives 
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or the layout of a letter (etc). In particular, it also provides an opportunity 
to discuss alternative answers, reasons for certain choices and so on. On a 
simple level we can thus begin to demonstrate that writing is a thinking 
process. 


(b) Prepare the students orally. 

This should be regarded as a standard procedure for writing activities in 
the early stages (and later when introducing any new type of activity). 
Make sure, through a number of worked examples, that the students know 
exactly what they have to do. Do not, however, go through the whole task 
orally because this will leave the activity without any element of challenge 


and reduce interest in the actual writing task. 


— 


(c) Decide how the writing task should be carried out. 


An activity may be done individually, in pairs or in small groups. 
Collaboration on a task, for example, will help to reduce the feeling of 
isolation which we noted in 1.4.1. Students also tend to get more involved 
in an activity if they are allowed to talk about it together rather than sit in 
silence. Some activities may be begun in pairs or in groups but concluded 
on an individual basis. In the early stages it would seem appropriate to 
allow many of the tasks to be done collaboratively except when feedback 
on individual progress is needed. 


(d) Decide on correction procedures. 

It is not essential or even desirable to examine everything the students 
write, although many students will want to have their work looked at. 
However, they can be asked to exchange their completed work and to 
evaluate one another’s efforts. This helps to train them to look at written 
work critically, as readers, and will help them to view their own work in the 
same way at a later stage in the course. Work can also of course be 
discussed on a class basis and the students asked to make their own 


corrections. 


~~ 


In the course of the writing programme we shall be asking the students to carry 
out various kinds of activities. Some of these will of course have more 
permanent value than others, providing, for example, an index of the learners’ 
progress in this skill, while other things they write may be needed for reference 
purposes (see, for example, 4.2.1). The question, therefore, of how they 
arrange their written work in their books is an important one. In any case, if 
the students are allowed to be casual, imposing no sort of organisation on their 
written work, writing is bound to seem less purposeful. 

Ideally, perhaps, written work should be done on loose leaf sheets and 
arranged on a file, which has been divided into appropriate sections. 
Alternatively, one or more exercise books may be used for this purpose. For 
example, one book or one section of a book might consist of reference material 
which can be used for oral activities; another might contain work which has 
been done to develop a mastery of sentence structure, sentence combination 
and sentence sequencing; while a third one might be reserved for pieces of 
writing which demonstrate the communicative value of writing (for example, 
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4.2 
Copying asa 
writing activity 


4.2.1 
An example of 
meaningful 


copying 
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copies of the activities suggested in 4.5). In this way, all the material which the 
students produce is accessible both for future use or reference. 


Some discussion of the value of copying is necessary because it is sometimes 
presented as the first stage in a writing programme. This of course will be the 
case if the learners have problems at the graphological level (that is, if they 
have to learn new graphic symbols or how to write from left to right). This 
aspect is dealt with in Chapter 12. 

Equally commonly, however, copying is held to be valuable because it 
helps to teach spelling or to reinforce sentence structure. For example, we 
sometimes write words and sentences on the board and ask our students to 
copy them down. At the beginning of the course, such an activity may have a 
certain novelty value, and can of course serve to introduce the learners to the 
written form of what has been Jearned orally. But the novelty will soon wear off 
and copying will then become just one more classroom routine. Besides, what 
the learners copy tends to get lost in a jumble of notes made in the same way. 
One may well wonder whether this activity — like reading aloud — is not often 
just a way of filling in a little time in the lesson. 

Yet copying need not be a pointless activity. Most of us would agree, on 
the basis of our own experience of trying to learn something new, that copying 
is an aid to retention. Furthermore, in real life, we frequently copy things down 
in order to have a record of them: for example, we copy addresses, the times of 
trains, telephone numbers as well as other bits of useful information or 
material for which we think we may have a future use. For example, we quite 
often make copies of songs and poems. The students can be asked to make 
their own copies of this type of material in a special notebook. 

Copying, then, can be presented to the learners as a meaningful activity, 
particularly if we can get them to see it as a way of making a record of 
something which is not otherwise available to them (i.e. it does not appear in 
the textbook) or is not available to them in the form in which they have copied 
it (i.e. they have brought together certain data which is distributed in various 
lessons in their textbook). We must also demonstrate to them, through some 
activity either at the time or later, that they have done the copying to some 
purpose. i 


Vocabulary is an area which gives the students various kinds of learning 
problems, including spelling. It is also an area where it can be useful for them 
to have reference lists, in the form of lexical sets, such as clothes, furniture, 
food, etc. Let us take one such set — furniture — and see how we can present 
the compilation of a list of items as a purposeful copying task. The following 
steps are suggested. 


(a) Ask the students to draw a plan of a house which includes the following 
rooms: kitchen, sitting-room, dining-room, bedroom and bathroom. Ask 
them to write in the names of the rooms on their plan. 


(b) Ask them to dictate to you a list of items — furniture and some smaller 
objects (such as lamps, telephone, vase of flowers, etc.) — which could be 
found in any of these rooms. Write these on the board, asking the students 
to tell you how to spell them. 
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4.2.2 
Other copying 
activities 


WRITING IN THE EARLY STAGES 


(c) Ask the students to use the list on the board to compile five lists, one for 
each room of their house, on a rough piece of paper. Each list should 
contain items which might be found in that room. An item may of course 
appear in more than one list (e.g. chair). 


(d) Ask the students to put the items in each list in alphabetical order and to 
copy these lists into their exercise books. Each list should appear under its 
appropriate heading (e.g. kitchen, sitting-room, etc.). 

(e) Ask the students to compare their lists with those of other students in the 
class. 


Thus, what the students have compiled in their exercise books is a small 
reference section on furniture, which they should be encouraged to keep up to 
date by adding new items as they learn them. Although the activity was 
primarily a copying one — we may of course also allow them to include items 
which were not on the board — it also involved thinking: they had to divide up 
the list on the board, decide which items to include more than once and also to 
put them into alphabetical order. 

Now that the students have made their reference list, which might be only 
one of many topic areas dealt with in the same or in a similar way, they should 
also be given an opportunity to use it: either in a writing activity, perhaps at 
some later stage, or in an oral activity for which reference to such a list might 
be called for. For example, lists of this kind are useful for certain types of 
language game which involve vocabulary repetition (such as variations on: J 
went to the market and I bought...). 


Notice that some of the activities in 4.2.1 mainly involve copying (e.g. (a)-(c)) 
since the students do not actually have to contribute to the text. 
(a) Putting a list of words in alphabetical order 


(b) Putting a list of words in their correct sequence 
For example, days of the week, months, numbers. 


(c) Putting words in categories 


aD | 
For example, arranging a list FOOD ANIMALS | CLOTHES 
of words under headings: = = j 
(d) Doing puzzles 
For example, here are the T 
names of 11 countries: Ea. 
Brazil, Egypt, England, ÎR T] 
France, Greece, India, Italy, 
Peru, Portugal, Spain, F Í D 
Turkey. aama ee cee 
Complete the crossword. j 
Which countries are not [ R i Ta 
there? — 
Lj | 
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(e) Playing Bingo 
This involves selective copying and is an excellent way of revising 
vocabulary sets (e.g. colours, occupations, clothes, etc.) through a game. 


A’s list 
ie iz B's list 
jacket |- ; oe ate 
| - shirt Write, with the help of suggestions 
SOCKS from the class, 12-16 items on the 
g TRO ; overcoat board (e.g. for clothes: jacket, hat, 
it Jea | uae gloves shirt, socks, etc.). Ask the students 
sweater — to copy any words from the list. 
H =] pullover Then read out the words from the 
3 shoes i hat list in any order. The first student to 
overcoat hear all his words read out calls out 
L | socks BINGO! 
an 
From these suggestions it should be clear that copying need never be a 
boring activity! Some of the following activities. particularly dialogue 
writing, also involve copying; the students do not actually have to 
contribute to the text. 
4.3 Various ways of reinforcing language learned orally in the early stages are 
Reinforcement suggested below:* 
activities 
4.3.1 (a) Writing parallel dialogues with the help of keywords 
Dialogue writing Read this dialogue: 
A: Give me that book, please. 
B: Which one? 
a: The big one — on the table. 
B: Here you are! 
A: Thanks very much. 
Now use these keywords to write similar dialogues: 
(a) umbrella/red/behind/armchair 
(b) box/small/on top of/cupboard 
(c) hammer/heavy/near/window, etc. 
(b) Completing a dialogue, choosing from a list of jumbled sentences 
Use these sentences, which are not in the correct order, to complete the 
dialogue below: 
I’ve never seen you there At Clarkson’s 
I usually take my car Do you like it? 
Mine’s Jennie 
A: My name’s Bob. 
Be cca aan 
*These and all other examples in the book are intended to illustrate types of activity. The actual 
language used in the examples does not relate to any particular course. 
36 
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a: Where do you work? 

Boeloe E e 

a: Really? I work there too. 

Bi ederis anii 

A: Well, it’s a big place and I only started last week. 
Be ask a edt etal 


A: It’s not bad. Besides, I can now go to work by bus. 
Bes ere aas apices 


A: Do you? Well, perhaps you can give me a lift! 
The students may also be asked to write a continuation of the dialogue. 


(c) Putting sentences in order to form a dialogue 


Instead of providing a dialogue frame, as in (b), all the sentences are 
jumbled up. It helps to number the first item, however, and also to limit 
the number of items to (say) eight. 


(d) Provide the students with a dialogue frame, similar to (b), which they have 
to complete with ideas of their own. 


For this type of activity the students are given a model text of some kind and 


Parallel writing are asked to write a similar text with the help of cues. These may be verbal as in 


the first example below or visual as in the second. The text may recycle items of 
spoken or written language and can be used as an introduction to organising 
ideas in the form of a paragraph. 


(a) 


Read and write 


4 


Read this, then copy and complete the information. 


Peter Smith is thirty-nine years old. He is a tall man 
with brown eyes and brown hair. He is a businessman 
from England but he lives in America. 


5 


Write a similar paragraph about Jane Green. 


Age 
T Hei 


hlg 
Nationality 485m 


Occupation i ee 


air brow! 


s tie 
—— Colour of hair 
es 295, a 
2o 
Nationality Am N L6 
Occup 


lua _ Colour oth 
Colour of m o St Geor S 
Address a Pants 
75240 


France 
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(b) 


Read about Switzerland: 


a) Now write about Austria. Use these notes: 


& Y N EET ee eee EEE ote 
north: Germany and Czechoslovakia / east: 
SWITZER- Hungary / south: Yugoslavia and Italy / west: 
Q 8 


LAND 


Switzerland / 7 million / German 


b) Now write about your own country. 


Switzerland is in Europe. It stands between 
Germany in the north, Austria in the east, Italy 
in the south and France in the west. About 54 
million people live in Switzerland and they speak 


French, German or Italian. 


4.3.3 The purpose of this short section is to indicate where dictation belongs in a 
Dictation as a writing programme. Clearly it differs from the reinforcement activities 
reinforcement described above, because it involves listening and the ability to transform what 
activity is heard into its written form. However, since a dictation should be based on 


language with which the students are already familiar through other contexts 
(that is, it is essentially a re-presentation of known language items), it can be 
useful as an alternative reinforcement activity. 

The difficulties which students have with this type of exercise should not 
be underestimated. An alternative approach to the ‘conventional’ dictation is 
to provide the students with an outline, in the form of an incomplete text, 
which they fill in from what they hear read aloud. This permits a more natural 
form of delivery, although less writing is involved. Texts used for dictation may 
also be in the form of notes and short letters, thus adding to the realism of the 


activity. 
4.4 Our goal through this type of activity is to begin to familiarise the students with 
Sentence linking the cohesive devices which are used in composing a text. They can then begin 
activities to combine structures which they have learned orally to form an acceptable 


sequence in writing. For this purpose, in order to make any headway, it will be 
necessary to introduce a selected number of linking devices and to practise 
these through writing. A basic kit at this stage might consist of the following: 


Co-ordinators and, but, or, so 
Conjunctions although, when, until, so that (etc.) 

Sequencers then, after that, meanwhile, first, next, finally 
Linkers moreover, however, therefore, as a result, in fact, of 
course, on the other hand, etc. 
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Some procedures for practising these are suggested below. Although this 
should normally be done within the context of a text, such as a letter, this does 
not preclude some initial practice for the purpose of familiarising the students 
with linking sentences, as in the first example below. 


(a) 


use lines like this: 


Tony lives in London. 


I work ina bank. 


Try and join these pairs of sentences correctly to make one sentence each time - 


I go on hohday in winter. 


Mary likes tennis. and 
I work in eee es but I lke my job 


so She doesn't like football 


because He hkes big cities 


The students then have to write four true sentences about themselves. 


(b) The students complete a short text, using suitable linking words or phrases 


from a given list. 
For example: 


Complete the letter below. Use suitable words or phrases from this box: 


although and by the way so that 
also because however that 


and but so 


Notice that ‘exercises’ like 
these, in the form of a complete 
text, also serve to introduce the 
student to such points as the 
layout of a letter, different 
modes of address and 
salutation, etc. Examples of 
these should be written up on 
the board and the students 
asked to copy them into their 
notebooks for reference. It is 
important, therefore, to 
incorporate a range of such 
features which will be useful to 
the students when they 
themselves are asked to write 
letters (as communication 
tasks, for example). 


that 
93 North Road 
Bloxtey 
7 J9.. 
DearTam, October 7 J9 
[am sending you wy new address, 


... you can write to me. Of course 


S... hope... you wth come... 
ae oe 
| like our new house,.., it is very 
noisy... it isnear a main rond . 
..., my bedroom isat the back of 
hehoúse,... ldon't hear any 
noise at night. ... my sisters 


room is at the front... she says... 


she can't sleept... she sends you 
her best wishes. Write soon. | ant 


rd to hearing from 
you. AU the best. y; 


S, 


Alan 
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(c) The students complete a text by inserting clauses and sentences from a 
jumbled list of items (see (b) page 34) in the correct places. 


For example, the ‘outline’ for the second paragraph in the letter above 
could be presented as follows: 


i Gia ale Gp ere althoughi ote az $5 DECAUSec a capa SS4.4% 4 

However,........04 SOM, fon atte ii & Biitee aces ee bs and 

gine ee ead thats icone oh es VOW: raten 2a a ee ae ae 
4.5 Throughout this stage, while writing activities are still to a large extent serving 
Communication to reinforce oral work and while the foundation for writing skills is still being 
activities laid (as indicated in 4.1.2), it is nevertheless important to show the students 


that writing can be used for the purpose of communication. The activities 
which we set up for this purpose are necessarily simple in form and limited in 
scope but they will serve to motivate the students towards learning how to 
express themselves through writing. Some examples are given below. 


(a) The students write instructions which other students in the class (or the 
teacher!) have to carry out. 


For example: 


Take your exercise book and put 
it on top of the cupboard. 


Go and hold Georges hand ! 


They may also be asked to write a sequence of instructions to be 
carried out. This is a useful device for practising items such as First... 
Next... After that, . . . For example: 


First go to the front of the cass. 
Then write something on the 


g ~] 
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These instructions may be given to anyone in the class to perform. 
Alternatively, they may be addressed to someone by name, in the form of 
a note or short letter. For example: 


Dear Ann, Wednesday 
Draw a picture of amonkey! lts sitting 
on a box and A wearing a big hat. 
Yours, 
Fred 


PS Itsa big monkey! 


Activities along these lines are particularly useful for practising 
structures and items of vocabulary which have recently been taught for oral 
purposes. 


The students write to one another to ask for information. 


Who's your favourite singer? 


Which month were you born in? 


The student who gets one of these requests can simply write the 
information on the same piece of paper. This enables the activity to go at a 
much faster pace — which is part of the fun! 


Ask the students to write short messages to one another in the form of a note 
or short letter. 


For example: 


Dear Mary, 


| like your new dress. Where 
— Yours, 
Ann 
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These ‘messages’ must be answered by the students to whom they are 


addressed. For example: 


r 


Dear Ann, 


Thank you for your note. |b ht 
the drëss at Corn Poppy. By 
way, | like your new sweater. How 
much did it cost ? 
YOurs, 
Mavy 


— 


This activity can quickly generate a flow of correspondence round the 


class. 


(d) Ask the students to write short letters to one another which involve some 
form of roleplay. 


For example, they may send one another invitations to a party, together 
with a request to bring certain items. Relevant language may be written on 
the board as a guide. For example: Would you like to .. .? Will you please 
bring ...? 


Ca ee 


Pear Fred, 


Would you like to come to my 
party on Saturday June 9? It 
starts at eight o'Chock. | 

If you can come, witt you please 
bring six plates, four glasses 


and some records. 
Best wI SMES, 
Yours, 


O a OO 


As with the ‘messages’ in (c), these invitations must be answered. The 


person to whom they are addressed can accept the invitation or decline to 
come, giving his reasons. If he accepts the invitation, he should say 
whether he can bring all the items requested or only some of them. The 
activity may be extended to include giving or asking for directions to get to 
somebody’s house. 
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Writing for fun 
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The activities in this section are not intended to help develop the learners’ 
composition skills — because as a rule they will not be writing a text ina 
conventional sense. For the most part they will be writing things — 
questionnaires, puzzles, programmes, for example — which they can do 
something with. Usually they will be working together, in pairs or small groups, 
and this will involve talking as well as writing. Students usually enjoy these 
activities because they see the point of doing them, like those in the previous 
section, and also because in a small way, even at this elementary level, they get 
the opportunity to express themselves imaginatively. 


(a) Writing questionnaires 


The students, preferably working in pairs, write questionnaires which they 
can use to interview one or more other students in the class. Notice the 
various types of questionnaire. 


Who's your favourite singer? 
Have you got a dog? 

Whens your, birthday? 

Do you like reading ? 


FIND SOMEONE WHO: NAME 
tan play the guitar 
always goes to bed early 
has a brother and a sister 
likes going for walks 

is interested in science 


— eR ER 


Questionnaires can focus on specific topics and even particular items of 
language. This need not make the activity less enjoyable. 


(b) Writing quizzes 
Students enjoy writing questions, in the form ofa short quiz, on a text they 
have just read (as an alternative to ‘comprehension questions’ in the 


book!). They should work in small groups for this and then exchange their 
quizzes with another group. 


GROUPS GROUPS EXCHANGE GROUPS 


WRITE QUIZZES AND CHECK 
QUIZZES WRITE ANSWERS ANSWERS 


In the same way they can write quizzes which involve remembering or 
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looking for information given in previous units in the coursebook (a useful 
form of revision!) or ‘general knowledge’ quizzes. 


[J How otel is Buck? E E | 
| 2 Can Penny speak Spanish? wees Seek | 
3 What does SOS mean? 1 | 

4 Howm / What's the capital of France? | 
| 


S E ees 


2 What language do they speak in Brazik? 
3 Can birds see colours? - 


(c) Writing puzzles 
The students. working individually or in pairs, write one or more puzzles 
like these, which they give to other students to answer. 


WHAT IS IT? 
It lives in the sea. It has ten arms. 


It does not have any bones. It is not afish! 


In the same way, students can write ‘secret messages’ for one another in 
some kind of code, which other students have to interpret. 


CANY OUCO MEAN DSEE MEAT ELEV ENOC LOCK ? 


ICAN TCOM EATE LEVE NOCL OCKI CANS EEYO VATE IGHT.' 


(d) Writing programmes TV Channel 1 
The students, working in groups as 
to share their ideas, write a P | Rad 6.0 News 
TV/radio programme to cover a 6.0 | Sp orts Rep Hr 
possible evening's entertainment. : . . 
Each student then makes his own bis | 6:30 ata 
copy of the programme, which l 
can be used for pairwork 7.0 Film:The 
activities, such as telling your 715 World. of 
partner what you saw or listened Dreams 
to the previous evening or | 8.0 
agreeing which programmes to ! 9.30 Quiz 
watch or listen to that evening. | Oe 
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(e) 


(f) 


(g) 
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Writing jumbled texts 

The students work in pairs or small groups to write a dialogue or a four-to 
five-sentence story sequence, which they then cut up into separate 
sentences and give to another pair or group to put together. 


Writing role descriptions 


Normally, when we want students to do a roleplay activity, we give them a 
description of the role we want them to play. However, even at an 
elementary level the students can write simple role descriptions for one 
another. Incidentally, they involve little use of cohesive devices. 


Give the students pictures 
(male or female faces) as a 
stimulus and a list of the 


items to be included (e.g. 

name, age, nationality, job, - 
interests, etc.). Each student fe sds a 
writes a role description for eh are yy ~ ree. 

one other specific student in Oe Ee married and you 
the class. This is important have aught chidren. 
because it adds to the fun: They are all girls. F 
the students usually write in Your husband's name is 
some unusual features for . / , ; 

the partner they have chosen A S A laxi 

or been given! wer, Your hobbies are 


Writing mystery Stories 

For this activity the students 
are given a series of questions 
which they must answer in 


order. For example: Who was WAS OW Too of yne 


the person? Where was s/he? . 
What was sihe doing? What did WOU Ta w. 


s/he say? What did s/he do after 
that? Each student then takes it 
in turns to answer a question. 
When the first student has 
answered his question, he folds 


the paper over so that the next 
student cannot see what he has 
written (and so on). When all 

the questions have been answered, 
the students unfold the sheet of paper and read their mystery story. 
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(h) Writing imaginary diaries 


THE PRIME MINISTER'S DIARY 


i 
i 


| want a 
big one! 


4.7 
Writing in class 
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FRIDAY | The people de not like me! And | don't like the people! 


[monvay| | am not well tortay! 


[oid wot steep welt last ght, | hada bad dream- 


2 Sn pene ee 
Beppe Sesh ae pers we 


. 


am going to run away to America’ My plane wilt 


The students may of course be asked to keep real diaries — at this stage or 
perhaps slightly later on in the course, but they will not want and should 
not be asked to show these to one another. On the other hand, writing the 
imaginary diary for a famous person of their choice or for a fictitious 
character is something they will be willing to share and will very likely 
stimulate their imaginations. The students should work in pairs or groups 
(although this is an activity they could equally well do on their own). They 
may like to continue writing about their character from time to time. 


(i) Writing about pictures = - 
This is an activity especially a : 
intended to stimulate the 
imagination and self 
expression. The students will 
need a picture showing a 


situation that is likely to oe 

suggest different Ue eet a T a 
interpretations. Ask them to E oh Pore 
talk about their picture andto g- A7 > ag 
decide what the situation is T oa ee <9 
about. Then get them to write ee 


down their ideas — without 

worrying too much about sentence connection. They should then compare 
their ideas with those of another group. 

Instead of pictures, you can use speech bubbles drawn on the board. For 
example, about this one the students might write: A boy is in a shop. He 
wants an icecream. His mother buys one but it is small. So he says: “........ 4 
The activities in the last two sections are intended to be done in class. Some 
could even take up a fair amount of time. This should require no justification 
because generally the students are also talking. However, the important thing 
is that activities of this kind change students’ attitudes towards writing: they 
come to see how they can communicate through writing; how they can use 
writing purposefully and how it forms a natural part of certain activities. In 
addition to this, you can also work with the students either collaborating with 
them on a task or joining in an activity (e.g. you should also write to your 
students and get them to write to you for the activities in 4.5; you can also write 
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questionnaires, quizzes, etc.). You will also get opportunities to check their 
work informally while the activity is still fresh in their minds. This is very 
different from the typical teacher role of correcting homework! 


1 


2 


3 


Ea 
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Reread 4.1.1 and 4.1.2. What advice would you give a fellow teacher (or 
intending teacher) about setting up writing activities in the early stages? 
From your own experience, do you agree that copying is an aid to retention 
in language learning? 

From your own experience of learning to write in a foreign language, do you 
think enough attention was paid to activities: 

(a) to practise linking sentences and sequencing ideas; 

(b) to show how you can communicate through writing; 

(c) to show how writing can be enjoyable? 

What is your view of the value of dictation as a writing activity? 


Examine any coursebook to see what provision it makes for the presentation 
and practice of linking devices in the early stages. 

Examine any coursebook to see what provision it makes for meaningful 
copying. 

Devise a parallel writing activity, for use in the early stages, similar to those 
in 4.3.2. i 

Devise an exercise in linking sentences, for use in the early stages, similar to 
the one in 4.4 (b). 


Suggest a writing activity, 
to be used in the early | | | 
stages, which could be i 


based on this map. HIGH STREET 
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Devise an activity which could be used in the early stages to let the learners 
enjoy writing. 


On the importance of getting the learners to evaluate one another's writing 
see C Brumfit in S Holden (ed.) (1983). 

For writing in the early stages, see G Abbott and P Wingard (1981) Ch.6; 

J Harmer (1983) pages 65-75; P Hubbard et al (1983) pages 61-71 and 

A Pincas (1982a) pages 18-21 and 91-101. 

For examples of writing activities in the early stages see T Hedge (1983a); 
A Pincas (1982b) and L Woods (1986). 

Examples of writing activities in this chapter have been taken from 

J Harmer: Meridian (Longman 1985) (4.3.2 (a)); L Woods: Writing 1 
(Cassell 1986) (4.4 (a)) and M Palmer and D Byrne: Track (Longman 1982) 
(4.2.2 (d) and 4.3.2 (b)). 
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5.1.1 

The main features 
of the writing 
programme 
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Developing skills 


At the post-elementary to intermediate level,* it is essential that, 

whatever the scope of the writing programme, it should not lose direction and 
momentum. This means that the writing programme must be carefully planned 
to develop a mastery of new skills, which the learners can use for a continually 
expanding range of tasks. At the same time, since writing will still be guided to 
a large extent, we need to make the activities as varied as possible, avoiding a 
monolithic approach which relies on a limited range of exercise types. 


(a) The writing programme should continue to provide opportunities for 
reinforcing language learned orally. 


At the same time, however, we may assume that the learners are being 
exposed to a greater amount of written language either through the type of 
texts in their coursebook or through supplementary reading. At this stage, 
therefore, the amount of dialogue writing should be gradually reduced, 
although it should not be abandoned altogether, partly because it is one 
way of getting the students to write material which they can use themselves 
— for oral work, for example — and partly because dialogue writing may 
be one of the requirements of the examination. However, as the main — 
format for reinforcement practice at this level, we can now begin to make 
greater use of informal letter-writing, since this provides a convenient and 
appropriate way of re-presenting material learned orally and of course by 
this stage the learners are already familiar with this type of writing. 


(b) The writing programme should be designed to include a greater range of the 
resources of the written language. 
The basic kit, suggested in 4.4 should be expanded to incorporate, for 
*90-225 hours or approximately the second and third years of a secondary school course. The 


suggestions in this chapter must be read in conjunction with Chapters 6 and 7 on the use of texts 
and visual material. 
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5.1.2 
The role of the 
teacher 


5.2 
Reinforcement 
activities 


DEVELOPING SKILLS 


example, both a wider range of conjunctions used in compound and 
complex sentence structures and other linking devices. At the same time, 
we must increase the learners’ awareness of rhetorical devices such as 
comparison and contrast, definition, exemplification, etc. (see the 
procedures suggested in 2.1.2) and their ability to use these. For this 
purpose, we should now begin to introduce a certain amount of 
institutional-type writing, such as formal letters and reports. As at the 
previous stage of the programme, when the students were introduced to 
writing informal letters, this component will teach them something new 
through writing and will therefore increase their interest and motivation. 


(c) The amount of control over what the learners write should be reduced. 


At this stage they should learn to respond to ‘cues’ which stimulate their 
imaginations but leave them relatively or completely free to decide what 
they actually write and how they organise their ideas. 


(d) The range of communication tasks should be extended. 


Thus, alongside the guided writing activities suggested in 5.2-5.4, the 
learners are also given opportunities for free expression. These will to 
some extent involve greater reliance on roleplay techniques. 


It has been emphasised that this is a delicate and crucial stage of the writing 
programme. It is especially important, therefore, to: 


(a) Get the right balance of writing activities. 


For example, with regard to dialogue writing, this should be reduced 
considerably unless it is an examination requirement. At the same time, it 
is important to extend systematically the sentence linking and sequencing 
component of the programme described in 5.3. No real progress will be 
made unless this is done. 


(b 


— 


Ensure that the type of writing activity and the formats used to practise these 
are sufficiently varied so that the students do not get bored. 


Practice materials may have to be selected and adapted from a variety of 
sources. 


(c) Gauge carefully the amount of guidance required. 


It is likely that the amount of oral preparation for many writing activities 
can now be reduced. The amount of individual writing may also be 
increased, especially when the students approach the time when they will 
have to do a public written examination. For certain activities, however, it 
has been suggested that pair and group work will still be extremely 
valuable. 


The need to provide opportunities for practising what has been learned orally 
continues throughout this stage, although the increasing use of texts other than 
dialogues now makes it possible to introduce writing activities which are based 
more directly on a reading text (see Chapter 6). As we have noted, dialogue 
writing has almost outlived its usefulness as a writing activity and, if we 
continue to use it, we must look for fresh ways of presenting it to the learners. 
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The suggestions for reinforcement activities given below are classified 
according to the type of writing involved. 


(a) 


(b) 


(c) 


The students are given a model dialogue, together with cues for writing 
parallel versions. 


This task is much freer than the one in 4.3.1: it is guided rather than 
controlled and the students can select from the cues provided. In the 
example below. which focuses on offering advice, the students also have to 
modify the form of the cues (for example, they must use the —ing form 
after How about ...?)* 


Read this dialogue: 

: What’s up, Mike? 

I don’t know what to do this evening. 

: Well, why don’t you go to the club, then? 

Oh, that’s not much fun, is it? 

: Well, how about coming to the cinema with me? 
Hm, that sounds like a much better idea! 


Now choose any of these ideas (or use ones of your own) to write similar 
dialogues: 

go and see (Jane) go for a walk 

help me cook the supper sit and read the paper 

have a game of cards write some letters 

help me wash the car go and watch television 


Be eee 


The students are given an incomplete dialogue, together with instructions for 
completing it. These do not specify the actual words to be used. 

Complete this dialogue: 

DO andene rainen (Suggest doing something) 

B: Oh, all right. If that’s what you really want to do. 

A a eet (Enquire about B’s wishes) 

B: Don’t know. Go to the cinema, perhaps. 

AS gasie tne a2i0s (Object to this idea) 

B: Oh, all right, then. Lets vices8 fata csatecs 


Now write (2) similar dialogues of your own. 


The students write the complete dialogue. They are given an outline or ‘map’ 
of the dialogue, but none of the actual words to be used. 


Give your phone number. B 
Ask who is speaking. Say who you are. 
peee Ask about A's health. 
Tell B about your health. 
Make a een for 


Agree reluctantly. = [PersuadeA. | A. 


Confirm arrangements 
aed ee end conversation. 


* As for Chapter 4, it should be kept in mind that the language used in the examples does not relate 
to any particular course. 
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5.2.2 
Writing notes and 
letters 


DEVELOPING SKILLS 


Another possibility is to give the students a ‘scenario’. 


Mr A has an appointment with Mr B in a big office block. When 
he enters the building, he announces his arrival to the receptionist, 
who speaks to Mr B on the phone. The receptionist then tells Mr A 
how to get to Mr B’s office. Mr A gets out of the lift on the wrong 
floor. He meets an employee, who offers to take him to Mr B’s office. 
When he gets there, Mr A, who is now rather late, makes his excuses 
and explains what happened. 


It may be felt that this is rather a long way round to get the students to 
write a dialogue but remember at this stage we are looking for ways of 
providing guidance without control. Both the dialogue ‘maps’ and 
‘scenarios’ direct the students towards certain uses of language, and thus 
prevent the production of rambling and often trivial dialogues, but at the 
same time require them to think of the actual words which will fit the 
situation. When they translate the scenarios into dialogue form, they can 
also write some narrative commentary in the form of stage directions. It 
should be noted that both dialogue ‘maps’ and ‘scenarios’ can be used at 
different levels of language attainment, depending on the sophistication of 
the task involved. 


(d 


— 


The students write a dialogue for which the setting is defined and some 
suggestions are given for the language to be used. 


For example: 


You are in a restaurant with a friend. You are looking at the menu, trying to 
decide what to have. Write the conversation you have. You may use these 


Phrases: 
How about ...? That’s (rather)... 
What shall we have to... .? I wonder what... 
Have youever...? Why don’t we... 
This looks... Lets ask... 


For activities (b) to (d), it is suggested that the students should be allowed 
to collaborate, either in pairs or in small groups, at least for the initial stage 
of the activity, when various possible forms of expression can be discussed. 
Thus, the students ‘talk over’ the dialogue together, work out a rough 
version and then, if they wish, each produce their own final version. 


By this stage the students are already familiar with writing informal letters, but 
there are various things we can do to give this activity a new slant. For 
example, we can teach new ways of beginning and ending letters. We can also 
see that the students are given systematic opportunities to practise writing 
letters which have, overall, a specific function such as making an apology (a 
complaint, an excuse), sending congratulations, giving directions, etc., 

and at the same time show how such tasks will require very different uses of 
language on different occasions and in particular how these depend on the 
relationship between the writer and the person he is addressing. 


TEACHING WRITING SKILLS 


(a) The students are given a model text, together with cues for writing parallel 
versions. 
This is similar to 5.2.1 (a). The cues may be phased out so that the students 
produce their own versions. For example: 


Read the following. It is an extract from a letter. 


oe >e è © 2 ù 


That reminds me- you asked my advice about 
buying a car. Pers , of | were you, ld get 
| a good second-hand one. But dort go to one 
of those big firms. Try to get one from someone 


| 
| 


| whe wants to set his car privately. Make : 
sure that there's nothing wrong with it, of 
| course! In fact you should get a mechanic 


B a a a 


(i) Use these notes to write a letter to a friend who wants advice about a 


holiday: 

BOLO ceocskeo sven diss /do not stay in the town itself/find a quiet hotel just 
outside the town/get a room with a good view/make a booking as early as 
possible. 


(ii) Use these notes to write a letter to a friend who wants advice about how 
to find a new job: 
try to get a job with a new firm/do not go to an agency/buy a paper which 
has ads for JOS) icciductouon eer: 
(iii) Write a letter to a friend who wants advice about how to learn (a foreign . 
language). 

(b) The students are given an incomplete text, with suggestions or instructions 
about how to complete it. 
This activity can be particularly useful for practising specific items of 
language, such as the —ing form, as in the example below. 
You are introducing yourself to a penfriend. Complete this letter with 
reference to your own likes and dislikes, etc. 


— Now la like to teh you something about myself. One of the 

| things | like doing most (when | have lime Jis... . Im abso 

very fmd of ..... and | quite like..... as well, atthough Im 
not very good at it. On the other hand, in not very interested 
| imeither..... OT anie nor do | realy like ..... As for..... > 


| | absotutety hate it! 
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(c) The students complete 7 


(d 
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a text by expanding Dear Jack, 

notes. | hear you are changing your job 
The notes in this shortly, | have a suggestion ‘Why dnt 
example are within you come and live with us? At the 
the framework of a moment there are four of us sharing 
letter, the theme of this flat, but one person is leaving at 
which is assumed to the end of the month. 

relate to a topic large flat | four bed s/one big 
explored through a living-room / kitchen ete | near contre 
lesson in the of bun 


coursebook. 


It ath works out very well. And of 
course theres one Great advantage: 
you can do what you ike here, Leb me 
Complete this letter. know about it as soon as possible. 
Use the notes to write Yours, 

the second and third ‘ Bob 

paragraphs. l d 


Activities like those suggested in (b) and (c) lend themselves well to 
related writing tasks within the context already established. For example, 
the students may be asked to write a short reply to Bob’s letter based on 
cues like the following: 


Write back to say that you are interested in Bob’s proposal but ask for more 
information about the following points: 

— how much is the rent? 

— what other expenses are there? 

— what arrangements are there for having guests? 

— is it easy to find parking near the flat? 

— who are the other people in the flat? 


The students write the complete text. They are given guidance for the content 
but not for the language to be used. 


For example: 

You bought a bottle of perfume or after-shave lotion after seeing an 

advertisement for it. It gave you a skin complaint. Write a letter to the firm 

which made the product, saying: 

— what you bought (invent a suitable name) 

— where you saw the advertisement and what the advertisement claimed 
(e.g. good for the skin) 

— why you bought a very large bottle 

— hovw it affected your skin 

— what the doctor said 

— why you want your money back 
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The students may also be given a guided introduction to writing reports. For 


this, guidance should focus chiefly on the organisation and orderly presentation 


of ideas. 


(a) Asa preliminary step. the students complete forms similar to this one. 


A penfriend Penfriend Service 
agency has sent Reg. Office: 29 Bolsover Street, London W.1. 
you this form. Please write legibly. Items 1-6 should be completed in 
Complete it with capital letters. 
details about 1 Name 
yourself. 2 Age 

3 Sex 

4 Nationality 

5 Religion 

6 Occupation 

7 Education 


8 How long have you been learning English? 


9 Where did you learn it? 


10 Have you ever visited England? 


11 If so, give details 


12 Brief statement of interests and hobbies 


aan 


13 Reason(s) for wanting a penfriend 


14 Details of type of penfriend required 


(b) The students are given a model text, together with cues for writing parallel 
versions. 


Read this short report: 


Alan is very practical, but he is also rather untidy. For example, he is 
very good at repairing things, such as bikes, but he never puts his tools 


away afterwards. 
Now write similar reports, using these adjectives or others of your own 


choice: 
careless hard working lazy rude 
clever kind nice silly 


The students may also be given outlines and asked to write reports on 


other students in the class. For example: 


_.. (NAME) is very... and as a rule (he) is also.... Forexample,.... 
On the other hand, (he) can be ... and sometimes (he) is also... . 


The information for reports may also be derived from completed 
forms, similar to the one in (a). 
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Sentence linking 
and sequencing 
activities 
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(c) The students are given a model text and, after focused practice (e.g. 
identifying advantages and disadvantages) are asked to write a parallel one. 


Look at the details of these two beaches. Write a report about which beach 
would be suitable for a new hotel. Use although and because. 


~ Smuggler's Bay 
XS 


-:.] ADVANTAGES | DISADVANTAGES 
; eh 


beautiful very rough sea 
«| easy to get to small beach 


long sandy T rather flat 
beach no main road 


calm sea 


4 


It has been suggested that this component of the writing programme should be 
extended and strengthened by varying the formats for practice to include 
formal letters (for this the students must be given appropriate models) and 
reports, and by expanding the basic kit of linking devices. This may be done by 
drawing systematically on the items in the Appendix. Suggestions for activities 
are given below. 


‘ 


(a) The students complete a short text by using suitable linking words or 
phrases. 


We can use this type of exercise for various purposes. First, to familiarise 
the students with a wider range of linking devices from the expanded basic 
kit. After this, they may be asked to select from a list which is more 
extensive than the number of items omitted from the text. Finally, they 
may be asked to supply their own linking devices. An example from the 
second stage (i.e. choosing from a more extensive list) is given below. 


Use suitable linking devices from the box to complete the text below: 


ame $$ $$________, 
also but incidentally not only 
although but also in particular on the other hand 
and for inthisway since 
and forthe moment instead therefore 
because however meanwhile too 
U 


Janet West’s sister is an air hostess for a famous international airline, 
... Janet wants to become one... . ..., she is still too young: the 
minimum age for an air hostess is twenty. ... Janet is only just over 
sixteen. 

... She has taken a job in an office. ... she... attends evening 
classes. ..., she wants to improve her French and Spanish, .. . foreign 
languages are an essential qualification for an air hostess. 

..., Janet is gaining experience through her present job. ... the 
office where she works is a travel agency. ... she is learning... how 
to deal with people . . . quite a lot about the places she one day hopes 
to visit. 


A 
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(b) 


(c) 


(d) 


Again the students may be asked to do these tasks in pairs or in small 
groups. so that they can discuss the various possibilities. It should be 
emphasised that there need be no one correct version. What is important is 
that, if the students choose an item which did not appear in the original 
version, they should consider whether this affects the meaning of the text 
and if so, in what way. 

At this stage we may also use incomplete texts to get the students to 
consider other semantic links through grammar and lexis. For example, the 
first paragraph of the text above might be presented with the following 
items omitted. 


Janet West's sister is an air hostess for a famous international ..., and 


Janet wants to become... too. At the moment. . . . is still too young: .. . 


for an air hostess is twenty and .. . is only just over sixteen. 


All the items omitted — airline, one, she, the minimum age, Janet, 
which would appear as part of a much longer list, are ones which 
contribute to the grammatical and lexical cohesion of the text. 


The students combine sentences so that they form an acceptable sequence. 


The linking devices to be used may either be provided or the students may 
be asked to supply their own. For example: 


Join these sentences in any suitable way so that they form a sequence. Use 
‘she’ in place of ‘Janet’ where appropriate. 
1 Janet is gaining experience through her present job. 
2 Janet works in a travel agency. 
3 Janet is learning how to deal with people. 
4 Janet is learning quite a lot about the places she one day hopes to 
visit. 
The students rewrite texts within the framework of a related outline. 
For example: 


Read this text. Then complete the text below so that the same ideas are 
expressed in a different way: 
There are two sides to the work of stuntmen. They actually do most of 
the things you see on the screen. For example, they jump from high 
buildings. However, they do not fall onto hard ground but onto empty 
cardboard boxes covered with a mattress. 


The work of stuntmen ... to it. They actually do almost . . . which you see 
them...,suchas.... But instead of . . ., they . . . onto cardboard boxes 
which.... 7 


The students form texts from a list of jumbled sentences. 


See 4.3.1 (c), where the students formed a dialogue in this way, and 4.6 
(e), where they wrote their own texts. While the purpose of this activity is 
to get the students to think about sentence sequencing, it must not become 
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just a puzzle. Narrative texts usually have a fairly transparent sequence 
and therefore provide a good starting point. You can provide some 
framework of reference, as with the map in the activity below. As a final 
stage, use expository texts with a clear opening ‘topic’ sentence. Otherwise 
the first sentence should be indicated. 


Look at the map. John lives at 7, Elm Lane. He’s having a party. What 
directions must he give to his friends? Put these instructions in the right 
order. Number them 1 to 7. 


Walk around the pond to Hazelbank Road. 
l | Get off the bus at The Green Man. 
Turn right into Elm Lane. 


| . | Turn right into Firtree Lane. 


Number 7 is on the left. 
hal Go over the bridge. 


John's 
house 
N°7 


Finstock 
Health 


Finstock 
& Sports 
bus stop Club 


I 


Westbury 
Station 
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The students can be given a diagram which shows how the ideas in the text 
have been organised. For the activity below, the students have already 
seen a parallel text. 


— 


Here is a plan of the first paragraph in Exercise 1. Use these 
sentences to write a paragraph about London with the same plan. 


Edinburgh | TOPIC 
ee | 


old name meaning | 


Old Town New Town | | 


a The East End has a lot of charm, with small narrow streets and 
old grey buildings. 
London is England’s capital city. 
lt is very different from the West End, with its large expensive 
shops and lovely green parks. 
Its old name was Londinium. 

e London has many shops, restaurants and theatres and offers a 
lot to visitors. 

f This means the village of the bold man. 


Sentences can be broken down into clauses to draw further attention to the 
logical structure of a text. For example: 


Use these sentences to write a paragraph about the pygmies. Change the 
order and add any necessary punctuation. 

They can move easily in the forest 

and they are not afraid of it 

The forest in the centre of Africa is a dangerous place 

Pygmies know the forest well 

because they are very small 

A big pygmy is only Im 40cm tall 

but the pygmies are happy there 


(e) The students do exercises which specifically direct their attention to the way 
ideas are organised in a text. 


This may be done in a guided form at the start, with the help of 
information presented in tabular form, together with examples of the kind 
of text which the students are required to write. For example: 
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Study the two texts, which are based on information given in the table. Then 
write similar texts of your own, to form part of a letter telling someone how 
to get to a place. 


Alternatives 
vi 2 


Destination Time for 1 


airport coach taxi Y hour 
sports ground tube bus 10 mins 
motor show taxi tube 5 mins 
theatre on foot taxi Y4 hour 
hospital bus on foot y 


bus a 


port boat 


*Use any suitable period of time 


You can go to the airport either by coach or by taxi. If you go by 
coach, it takes at least half an hour. By taxi, on the other hand, it takes 
only ten minutes. For that reason, I suggest the second possibility. 


There are two ways of getting to the sports ground: either by tube or 
by bus. By tube it only takes ten minutes, while if you go by bus, on the 
other hand, it may take you over twenty minutes. My advice to you, 
then, is to go by tube. 


(f) The students write texts based on a model that has a clear logical 


development. 
This may be shown through a diagram. For example: 


TOPIC 
Flat sharing 


ADVANTAGES 


DISADVANTAGES 
l 
2 


l 
2 


9 


CONCLUSION 


Sharing a flat has certain advantages. For one thing, you do not have to 
do all the housework yourself. Besides, it is also cheaper. On the other 
hand, you may not have much privacy and, moreover, it may be noisy. 
All in all, it is probably better to live on your own! 


The students are then given topics which can be written about within a 
similar framework. For example: 
1 Living in a big city 
2 Owning a car 
3 Working in an office 
4 Being a housewife 
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These resemble dictations, in that the students have to listen to a text which is 
read aloud to them. However, instead of being asked to take this down 
segment by segment. which makes dictation a somewhat artificial exercise, they 
listen to the complete text a number of times (usually three or more) before 
they are asked to write. They are then required to ‘reproduce’ the text they 
have heard as accurately as possible, but they may fill in with their own words 
where their memory of the original fails them. 

Like dictation. this type of activity also involves careful listening and the 
transformation of what is heard into its written form. However, it focuses much 
more on grasping the overall meaning of a text and in particular how one 
sentence relates to another. We can also make our own ‘rules’ for this activity. 
For example, the students may be allowed to make brief notes during the final 
reading. Alternatively, we may write key words and phrases on the board, 
to remind the students of some of the main ideas. In either case, we thus ensure 
that the activity does not become just a test of memory. We may also write a 
framework of linking words and sequencing devices on the board, so that in 
effect we give the students a structural ‘skeleton’ around which the text can be 


‘reproduced’. 


At this stage. it is important that communication activities should match the 
growing ability of the learners to express themselves through the written form 
of the language. They should, therefore, in the first instance be on a much 
compared with the modest 
tasks of sending messages 
type of activity, however, , ar 

; od like t akwity 
where the students write to M ae D0..... ( ) 


more extensive scale, 
April 1 19.. 
and notes (see 4.5. This Dear Kate, 


one another in the class can OVE 6 ine (+ day). If you cám 
still be used provided that come, please peet me... (+ 
they are asked to produce : : 
something more place and time). You cant 
substantial.). They must wuss tt the way 

also be more challenging. : by ; ll 
With this type of writing frexact location). 


activity, the students may ; ; / 
of course make mistakes, as Looking forward To SCCING You. 
with free oral expression, | B 

but the important thing, á 
from the point of view of ; 

motivation, is to PS Dont be late! 
demonstrate that writing is 


a purposeful activity. | 


You should also encourage and help the students to find penfriends as a way of 
extending communication practice. From time to time you can also conduct all 
or part of the lesson entirely through the medium of writing so that the students 
really appreciate what is involved in giving and receiving instructions, requests, 
etc. in this way. 
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5.5.1 
Roleplay activities 


DEVELOPING SKILLS 


In the activities below, more use is now made of roleplay, although not to 


the exclusion of other activities where the students write as themselves. The list 
of suggestions below, which is intended to indicate typical activities rather than 
to be exhaustive, frequently involves some form of collaboration in the writing 
task. 


(a) The Estate Agency 


(b) 


(c) 


Divide the class into two. Sub-divide one half into three or four groups, 
depending on the size of the class. Tell each of these groups that they 
represent an estate agency. They should also find a name for their agency. 
Their immediate task is to devise a form on which they can record 
information about the houses or flats which their ‘clients’ will give them 
when they come to see them. 

Tell the students in the other half of the class that they are people who 
want to sell their houses and to buy another. 

Each of them should write some notes describing the house they want 
to sell. It may be the house they actually live in or an imaginary one. They 
should also have some idea of the house they would like to buy. 

The ‘clients’ then choose which agency they want to go to. They are 
interviewed by a member of the agency and fill in the form, on the basis of 
which a final description of their house is worked out. These descriptions 
are then written up and displayed, and can be read by those who want to 
buy a house. 

The activity may be repeated at a later stage with the roles reversed. 
Instead of estate agencies, secondhand car firms can be used as an 
alternative setting. 


The Magazine Advice Column 


Write the names of a number of magazine ‘advice columns’ on the board. 
These should be discussed with the class so that they know what kind of 
‘problems’ each one deals with. 

Then ask all the students in the class to write to one of the advice 
columns, asking for help with a personal problem. They can do this 
anonymously if they prefer. 

Divide the class into small groups, each one representing the staff of 
an advice column. Distribute the letters among the groups, making sure 
that no one gets his own letter, and ask them to write replies to these 
letters. These replies should then be given to the students who wrote to the 
column. 

Alternatively, both the letters and replies may be written up as wall 
sheets, so that the whole class can read them. 


The News Desk 


Ask each student in the class to write two or three items of news (real or 
imaginary). Each item should not be more than about 50-60 words long 
and duplicate copies should be made of each item. 

Divide the class into groups, each representing a ‘News Desk’. 
Distribute the items of news among the various desks (because they 
are in duplicate, more than one ‘desk’ will get the same item) and ask each 
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(d) 


(e) 


(£) 


(g) 


(h 


— 


group to edit their items so as to produce a news bulletin, which can then 
be read aloud to the class. 


Job vacancies 


Distribute a list of ‘job vacancies’ in five or six big firms and ask each 
student to write a letter of application for one of these jobs (giving 
personal details, real or imaginary). 

Divide the class into groups representing each of these firms and ask 
them to write their replies. In these, they should suggest a date and time 
for an interview or say that the vacancy has already been filled, etc. 


Complaints ns 
Select from magazines a variety of ads for well-known products and paste 
these on to cards. Ask each student in the class to choose one of these ads 
and to write a letter of complaint about either the product or the ad to the 
firm concerned. 

Divide the class into groups. each representing a big firm responsible 
for advertising a number of these products. Then distribute the letters to 
the appropriate firms and ask them to discuss and write their replies. These 
should be sent to the person who wrote the letter of complaint. 


Campaigns 

Divide the class into groups and ask each group to decide on some action 
they would take to improve their town: for example, by pulling down a 
certain building; by providing a facility of some kind, such as a new 


swimming pool, or tennis courts; by widening a street, etc. Each group should 


then announce, in the form of a press report, what they propose to do. 
Each student in the class is then invited to respond to one or more of 
these proposals: for example, by writing to the press; by writing, in 
collaboration with two or more other students, a public protest or a notice 
calling for a meeting to protest against the proposal, or by writing 
anonymous letters to the persons concerned with the proposal. 


Notices 


Divide the class into groups. Ask each to draw up a notice on a given topic: 
for example, starting a pop group or club; starting a protest against . . .; 
raising funds for . . ., etc. At least two groups should work on the same task 
so that they can compare their notices. 


Rules and regulations 


Divide the class into groups and ask each group to draw up a list of rules 
and regulations to control a certain situation: for example, safety 
precautions (fire, hygiene, etc.) for a holiday camp. After each group has 
finished drawing up its list of rules and regulations, ask them to compare 
these with those of other groups. 


Market research 


Divide the class into groups. Ask each group to draw up a market research 
questionnaire for a certain product. Each student should then use one of 
these questionnaires to interview other students in the class. 
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5S2 
Report writing 
activities 


(a) 


(b) 


(c) 


(d 


x 


(e) 


(f) 
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Our town 


Divide the class into groups. Give each group the task of describing one 
feature of their town. For example: 


— places of interest — sports facilities 
— good places to eat at — local industries, etc. 
— entertainment facilities 


Each group should write their description in such a way that the 
feature described sounds attractive to someone visiting the town. Each 
student should also make his own copy of the description. 

Then form new groups, making sure that they contain at least one 
representative from each of the original groups, and ask them to write a 
full report on their town based on these descriptions. The report may be 
accompanied by a map showing the location of various places of interest, 
etc. 


Public interviews 


Ask a student who is willing to be interviewed to come to the front of the 
class. Ask the other students to question him about some experience, 
pleasant or unpleasant which he has had, and to make notes. 

Divide the students into groups, ask them to compare notes and to 
compile an account of what was said by combining various ideas. When the 
groups have finished writing their versions, these should be read aloud and 
compared. 


Private interviews 


Ask each student in the class to interview another student about some 
experience which he has had, and to make notes. Each student should then 
write a rough version from his notes and show this to the person he 
interviewed before writing up the final version. 


Book reports 


Ask each student to write a report on a book he has read. If there is a class 
library, he should choose a book from this and place the report he has 
written inside the book for the guidance of prospective readers. If there is 
no class library, the book reports may be circulated among the students in 
the class in a folder. Similarly, the students may be asked to report on new 
records or on films they have seen. 


Noticeboard 


Ask the students to write ads or notices for things which they would like to 
sell or to buy. These should be pinned on the class noticeboard or 
circulated round the class in a folder. The noticeboard may also be used as 
the location for some of the activities suggested in 5.6, e.g. ‘problems’, 
graffiti, jokes, or simply ‘hello’ messages to other students in the class. 


References 


Ask each student in the class to request at least two other students to write 
him a character reference. The various references should then be 
compared with one another. 


63 


5.6 
Writing for fun 


64 


(g) Class wallsheet 


Ask each student to write a contribution for a class wallsheet — items of 
class news. items of general interest. Divide the class into three or four 
groups and ask them to edit the various contributions. They must also 
decide how these will be arranged on the wallsheet. These wallsheets, 
when completed. should be displayed for the other students to read. 


We can go on using many of the activities suggested for fun writing in Chapter 
4. In fact it is important to do this because it demonstrates to the students how 
much more they can get out of an activity as their proficiency in the language 
increases. Amongst the activities suggested, it is especially important to go on 
using questionnaires and quizzes, jumbled texts, role descriptions (see also (d) 
below), imaginary diaries and writing about pictures and speech bubbles. For 
writing about pictures in particular we can begin to expect more than just a few 
sentences and ideas jotted down. 


(a) Posing problems 


(b 


x 


The students. working in pairs or small groups, think up problem situations 
such as: 


What would you doif..... (the school caught fire / you became Prime 
Minister tomorrow / you had to live without water for a month/....)? 


We need (£1,000) at once! Can you suggest some ways of getting or making 
money? 


They then send these problems to one or more other pairs or groups for 
their suggested solutions. 


Writing clues for crosswords 
For this the students, working 
in pairs or small groups, are 
given a crossword puzzle 
(perhaps made up by another 
group) like the one here. ` 
They then have to write the 
‘clues’ (which you would 
normally be given to complete 
the crossword puzzle). These 
can be literal, e.g. for school: 
You go there to study, or 
amusing, A place where they try 
hard to teach you things. 
Alternatively, the ‘clues’ can consist of a series of sentences, e.g. It’s a very 
unpleasant place where they try to teach you things. It’s like a kind of prison. 
You go there when you are (six) and you are ‘free’ when you are (sixteen). 
After that, it is usually difficult to getajob..... 
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DEVELOPING SKILLS 


(c) Instructions for a game 


(d) 


For the simple board game below, the students, working in groups, can 
write their own instructions for moving round the board. For example: 


A Ifyou have something to eat in your bag, go back 2 squares. 
B Ifyou went to bed before 10 o’clock last night, go forward 3 squares. 
C Unless you know how to ride a bike, go back five squares. 


To play this game, the students take it in turns to throw a dice, moving 
round the board first from left to right, then right to left (etc, following the 
arrows). When they land on a square, they look at the instructions (given 
in alphabetical order) to find out about their move. The first player to 
reach ‘home’ is the winner. 


For this activity the students, therefore, have to write instructions for each 
letter of the alphabet on the board. 


Role descriptions 


This is a more advanced version of the activity described in 4.6 (£). The 
students have to produce descriptions which could be used for simple 
simulation situations (based perhaps on characters in the coursebook). The 
text involves more sentence linking and sequencing than the earlier 
activity, but is still a relatively straightforward piece of writing. Once 
again, the role description is intended for a specific person and should aim 
to be amusing. 


Your name is Jacky Snatcher. You lived in the 
village when you were a child, Your 
was the shopkeeper and you Aint have 
much money . Now you are rich and you 
want to make a lot of Changes, For example: 
A good hotel (Sour husband likes drinking /....) 
I O a able to shop | 
gu by [vee | 
A big police station (You like to have a lot of 
policemert around /.... ) 
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(e) Scenarios 


(f) 


(g) 


The students, working in groups, write ‘scenarios like the one in 5.2.1 (c) 
or short stories which they give to one another to decide how to act out. 
Notice that the scenario has opportunities for talk but does not give any of 
the actual words. Thus we have an activity which develops as follows: 


| 
GROUPS DISCUSS AND WRITE SCENARIOS 


zs 


GROUPS EXCHANGE SCENARIOS 


ee 


GROUPS WORK OUT AND WRITE 


DIALOGUE, ETC. 


GROUPS ACT OUT SCENARIOS 


Inaccurate accounts 


The students, working in groups, write a description of a well-known 
person, place or thing or-an account of an event which contains some 
deliberate mistakes of fact. The groups then exchange what they have 
written and try to detect the inaccuracies. 

Jumbled stories 


This is similar to 4.6 (e), except that the students, working in groups, have 
to write two short stories of about four to six sentences each. The stories 
can be about the same person or a similar event. The stories are then cut 
up into separate sentences and given to another group to sort out into the 
two original stories. 


TWO TALL STORIES 

Make two stories with these sentences: 

(a) The woman who was sitting behind the elephant couldn’t see. 

(b) “I’m not surprised,” the elephant said. “The coffee’s not very good.” 
(c) “He’s read the book,” the man said. “Now he wants to see the film.” 
(d) A man once took his elephant friend to the cinema. 

(e) The waiter gave one to him and the elephant drank it. 

(f) One day an elephant went into a café and asked for a cup of coffee. 
(g) “Why have you brought this elephant in here?” she asked. 

(h) “We don’t see many elephants in here,” the waiter said. 
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(h) Jigsaw writing 


Cut up any suitable picture: it should have a clear overall structure and 
some, but not too much, detail. Give one such picture to each group and 
ask the students to work in pairs to work out a description of one or more 
pieces. They should not look at one another’s pieces. When they have 
written out their descriptions, they should put away their pieces and try to 
work out what the picture as a whole looks like from what they have 
written. When they have described, orally or in writing, the complete 
picture, they can check this against the visual. 


Instructions for drawing a map or picture 


The students, working in groups, have to draw a simple map or picture like 
the ones below. They then work out the step by step instructions for 
drawing these. For example, for the picture: 


1 Draw two trees, one on the left of the picture and the other on the right. 


2 There is a rope between the two trees. It is about four feet from the 
ground. 


3 Draw aman on the rope. He is walking from left to right. He is wearing 
a hat and he has a stick in his handand..... , etc. 


They must decide how much detail they want to include (they can of course 
change their picture at this stage) but they must make sure that their 
instructions are clear. 

The groups then exchange instructions and try to draw one another’s 
pictures. As a final stage they check their pictures against the original ones. 


(j) Headlines 


Give each group one or more headlines, like those shown on the next page. 
These can be invented or taken from real newspapers. Ask the students to 
discuss and write out the related story. At this level (and for the purpose of 
this activity) the students should not be asked to try to write a newspaper 
account of the story. The important thing is for them to use their 
imagination. Ideas are more important than formally correct language. If, 
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however, the headline comes from a real newspaper, you can compare 
their version with the original. If all groups have the same headlines, you 


can also compare versions across the class. 


TOO OLD AT EIG 


— ee ee oe - 


Real or imaginary book titles can also be used to stimulate a similar 
activity. For example: 


JUST FRIENDS 


(k) Graffiti 
Most students like to write on walls from time to time: this activity may 


encourage them to be more creative! 
Give the students some examples of imaginative graffiti, like those 


below. 


JOG-AND DIE HEALTHIER 


END OF 
Geography M JHE al 


is everywhere fir vR EMS NOW 


Then ask them (individually, in pairs or groups) to try their hand at writing 
their own graffiti. It sometimes helps to suggest an event ora location. 


Discussion 1 Say whether you agree or disagree with the suggestion that: 
(a) dialogue writing should be continued; 
(b) some formal letter writing should be introduced. 
Give reasons. 
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Exercises 


References 


DEVELOPING SKILLS 


2 In what ways do many of the writing tasks proposed in this chapter involve a 
much closer integration than at earlier stages with other language activities in 
the classroom? Do you agree with this development? 

3 Many of the activities proposed in this chapter would involve more class time 
being spent on writing. Do you think that this would necessarily be a wrong 
way of using class time? Give reasons. 

4 Many of the activities in 5.5 and 5.6 are likely to result in the students 
making mistakes. Does this worry you? 


1 Devise other exercises similar to those in 5.2.1 for practising dialogue writing 
at the post-elementary level. 

2 Devise an exercise similar to the one in 5.2.2 so that the cues are phased out 
and the students are asked to write the final text unaided. 

3 Write an exercise, similar to the final one in 5.3 (d). After you have jumbled 
up the items, give the exercise to a friend for checking. 

4 This is the complete text for 5.3 (a): 


Janet West’s sister is an air hostess for a famous international airline and 
Janet wants to become one too. However, she is still too young: the 
minimum age for an air hostess is twenty and Janet is only just over sixteen. 
For the moment she has taken a job in an office. But she also attends 
evening classes. In particular, she wants to improve her French and 
Spanish because foreign languages are an important qualification for an air 
hostess. 
Meanwhile Janet is gaining experience through her present 
job. For the office she works in is a travel agency. In this way she is learning 
not only how to deal with people but also quite a lot about the places she one 
day hopes to visit. 


Now complete the exercise at the end of 5.3 (a) to practise grammatical and 
lexical cohesion. 

5 Devise a rewriting activity, based on the text in 4 above, similar to one in 
DC): 

6 From your own experience of teaching (or learning) a foreign language, 
suggest other activities similar to those proposed for 5.5 and 5.6. 


1 On guided writing see A Pincas (1982a) pages 102-9 and S Holden (ed) 
(1983) pages 49-57. 

2 For the technique of interviewing the class see N Coe in S Holden (ed) 
(1983). Also L Winer on conducting a lesson through writing. 

3 For written communicative activities see J Harmer (1983) pages 132-140. 

4 For writing activities at this level see T Hedge (1983a and 1983b); T Jupp and 
J Milne (1980); A Pincas (1982b and 1982c) and L Woods (1986). 

5 Examples of writing activities in this chapter have been taken from: D Byrne 
Functional Comprehension (Longman 1986 new ed.) 5.2.1(a); 5.2.2(b) and 
(c); 5.3(a)—(c) and (e); J Harmer Meridian (Longman 1985) 5.2.3(c): 

T Hedge Pen to Paper (Nelson 1983) 5.3(d) first example; M Palmer and 
D Byrne Track 3 (Longman 1983) 5.6(b), (g) and (i) and A Pincas Writing in 
English I (Macmillan 1982) 5.3(d) second example. 
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The text as 
context 


6.2 
Comprehension 
activities 
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Contexts for writing: 
the use of texts 


Texts — read or listened to — offer a natural context for a wide range of 
writing activities. We often read or hear something and react by making a note, 
for example, or writing a letter. However, our response might equally well be 
oral and this kind of linked reaction, with a variety of skills taking place, will be 
dealt with under Integrated skills in Chapter 8. This chapter will be more 
narrowly concerned with the important, though often neglected, skills of note- 
taking and summarising. First, however, we will look briefly at various types of 
comprehension activity. since this can also be a useful and effective way of 
providing writing practice. 


Comprehension exercises on a text are a well-established way of providing 
writing practice of various kinds, and it is not the purpose of this section to 
examine the wide range of possibilities in this area. Many such exercises can be 
done orally: for example, questions on a text, deciding whether statements are 
true or false, etc. It may be convenient to ask for these to be done in writing but 
this is not intrinsic to the task. On the other hand, there are certain situations in 
which it is appropriate to choose writing as the medium of response. 

This is particularly the case where exercises require the students to 
examine the meaning of the text very carefully: for example, if they are asked 
to decide whether there is sufficient evidence in the text to support certain 
statements or whether certain statements are implied by the text. In cases like 
this the students cannot be expected to respond quickly because they are 
probably having to examine the meaning of several sentences in order to find 
the answers. 

Getting the students to write out answers of this kind is also a way of 
encouraging them to use writing for activities which require thought and 
precision — precision which perhaps can only be attained after several 
attempts. Oral work is not of course precluded: the students can collaborate on 
these tasks and there can be some whole class follow-up. 
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6.2.1 

Guided summary 
writing: an 
example 


CONTEXTS FOR WRITING: THE USE OF TEXTS 


Some types of comprehension task may also call for the production of two 
or more sentences: that is, a short text of some kind. This, for example, might 
be the type of re-writing exercise suggested in 5.3 (c) or discussion type 
questions which call for the learners’ own responses to certain ideas expressed 
in the text. Exercises of the latter kind are especially valuable because they 
allow the written medium to be used for the expression of personal opinion 
within a context provided by the text. 

Another type of rewriting exercise frequently used is the guided summary, 
illustrated in 6.2.1 below. This can be a useful preparation for summary writing 
based on more extensive texts (see 6.3.2). 


Some types of guided summary writing are very much more controlled than the 
one below. For example, the students are given the actual sentences to be used 
in the summary and merely have to link these with appropriate connecting 
words and phrases, which are also provided. Although this gives the students 
practice in continuous writing, it does not teach summarising skills, which must 
involve some form of note-taking. Notice in the example below guidance for 
the summary is provided through questions on the text, to which it is suggested 
that the answers should be in note form. 


Today, air travel is far safer than driving a car on a busy motorway. 
But there is a danger that grows every year. Airliners get larger and larger. 
Some can carry over 300 passengers. And the air itself becomes more and 
more crowded. If one giant airliner crashed into another in mid-air, 600 
lives could be lost. 

From the moment an airliner takes off to the moment it lands, every 
movement is watched on radar screens. Air traffic controllers tell the pilot 
exactly when to turn, when to climb and when to come down. The air 
traffic controllers around a busy airport like London-Heathrow may handle 
2500 planes a day. Not all of them actually land at the airport. Any plane 
that flies near the airport comes under the orders of the controllers there. 
Even a small mistake on their part could cause a disaster. 

Recently such a disaster almost happened. Two large jets were flying 
towards the airport. One was carrying 69 passengers and had come from 
Toronto. The other was carrying 176 passengers from Chicago. An air 
traffic controller noticed on his radar screen that the two planes were too 
close to each other. He ordered one to turn to the right and to climb. But 
he made a mistake. He ordered the wrong plane to do this. So, instead of 
turning away from the second plane, the first plane turned towards it. 
Fifteen seconds later it flew directly in front of the second plane. They 
avoided each other by the smallest part of a second. The distance between 


them was less than that of a large swimming pool. This is an example of the 
danger that grows every year. 


Describe the disaster that almost happened. Write one paragraph of about eighty 
words. 


Answer these questions in note form to get your points: 
1) What were the two planes doing at the time? 

2) Where had they come from? 

3) What did an air traffic controller do and why? 
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Note-taking and 
summarising 
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4) What was the result? 
5) What was narrowly avoided? 

This type of activity is a useful first step in getting students to make notes 
which they will do something with. It does not, of course, show them how to 


make notes, which is a problem we will now look at. 


The relevance of the skills of note-taking and summarising” to writing tasks at 
this level should now be apparent: they are a common feature of many writing 
activities which relate in some way to what we have read or heard. since we 
often make a note of certain ideas and then re-present them in some other 
form. These, then. are important skills for the learners and it is essential that 
they should not be left with the impression that they are artificial ‘classroom’ 
activities, which are of little practical value except for the purpose of passing 
examinations. and this too only if they are executed according to certain 
formulas. This applies particularly to summarising. Yet this is how they are 
commonly presented and practised: the students are asked to take notes with 
no specific purpose in mind and to write summaries in a way which involves 
both distortion and contortion. It is not denied that there is an important 
element of control and discipline (or at least self-discipline) in these activities, 
but the purpose of this can best be brought home through meaningful activities 
rather than by procedures mechanically applied. 

It should also be clear that these are skills that cannot be fully developed 
until the learners have reached a certain proficiency in the language, although it 
will be argued that we can and should first present them on a receptive basis. 
That is, the learners are shown what notes and summaries look like in relation 
to an original text. There are also simple tasks which the learners can be asked 
to perform before they carry out activities on a more extensive scale. 

To appreciate just how difficult these skills are, even for the native user of 
the language, we would do well to consider what is involved in them. With 
note-taking. for example, we have to be able to identify key items in a text, 
which is in itself a searching test of comprehension and clearly much more 
difficult if we are listening rather than reading, when at least we have the 
opportunity to scrutinise the text at leisure. We also have to be able to reduce 
or compress these items in a way that is at least sufficient to allow us to retrieve 
their original meaning. The task of meaningful abbreviation calls for a good 
knowledge of how the language works. Likewise the ability to re-present these 
key ideas in such a way that they constitute an acceptable text. with 
appropriate sentence-linking and sequencing, is much closer to advanced than 
guided writing. While it may be true that, when we are summarising, the text 
provides us with the ‘content’ of what we write, in many respects it is more 
difficult to operate within the constraints of someone else s thoughts than to 
produce our own. 


*For convenience, note-taking is used to refer to the activity both of making notes on a text which 
has been read and of taking notes on a text which has been heard. It is acknowledged that note- 
taking is itself a form of summarising. However, summarising is used here to refer to the activity of 
re-presenting a shorter version of the original text. although not according to any set prescription, 
such as using a given number of words. 
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6.3.1 It has been suggested that the initial phase of note-taking* should consist 

Note-taking mainly of showing the learners what notes look like and of demonstrating that, 
although there are no magic formulas. since note-taking is to some extent a 
personal activity, there are a number of ways of reducing a text to notes so that 
the fundamental ideas in it are not lost. We should start, therefore, by showing 
how notes relate to a text. For example, we can present both a text and a set of 
notes and examine how the writer arrived at his notes. 


John Smith, who was born on December 6,1951, is a secondary school 
teacher. His wife’s name is Joyce. They have three children: one son and 
two daughters. 


J Smith born 1951| teacher |married,with 5 children | 


We may also usefully contrast one set of notes with another. For example: 


hn Smith Bom :b.12.5! Sec. shoot teacher | 


Wife: Joyce Ison 2 daughters 


By comparing two possible sets of notes we can ask the students to identify 
what information has been preserved in both and what other information each 
writer has included or omitted. We can also examine some of the devices which 
have been used. For example, the examination of even short sets of notes like 
these reveals that we can omit pronouns. auxiliary verbs, articles and 
connectives, and that we can also use numerals and symbols. We can also begin 
to look at the question of abbreviations. of which there is only one example in 
the notes (sec. for secondary) and discuss how this was made (i.e. in this case, 
by taking the first syllable of the word) and whether other ones are possible (for 
example, sch. for school). 

It will also help students to be shown different ways of setting notes out. 
For example, the model below does not commit them to any particular order, 
and, perhaps more important, allows additional related information to be 
added in at the right point, especially if you are reading a long text. For 
example, where John Smith was born. the name of the school he teaches in and 
the subjects, etc. 


Where? Born 6.2.51) Teacher 


-JOHN SMITH 


Secondary 
school 


place: 


i 


*This can be begun at an earlier stage and practised from time to time as a preparation for more 
extensive note-taking activities. 
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In addition to asking the students to examine sets of notes along these 
lines, we may take a number of texts and discuss how we might arrive at a set of 
notes: for example. we can underline key items, bracket words or phrases that 
can be omitted, and consider possible contractions. Finally, we can work out 
with the students a possible set of notes. 

Another useful activity. to be carried out with fairly long texts, is to ask 
the students to identify the main ideas in a text. For example, as a first step, we 
can give them a list of the main ideas. presented in random order, and ask them 
to put these in the order in which they are dealt with in the text. Subsequently, 
they may be asked to identify the main ideas for themselves. 

At this stage, too. when we first ask the students to take notes, it is helpful, 
both in order to focus their attention on specific aspects of the text and to 
ensure that they keep their notes short. to give them some sort of framework 
within which to work, in the form of a chart to be completed. The activities on 
page 75 show how it is possible to focus the attention of the students on 
particular aspects of a text (in this case, one for reading followed by a related 
one for listening to). which are the points they need to make a note of. 
Students enjoy this kind of activity because it is intrinsically more enjoyable 
than simply making a string of notes. Equally important, however, the use of 
charts obliges students to be concise. 

Many games and gamelike activities involve keeping notes, and this is 
another way of bringing home to the students their real importance. One 
activity in particular will be found useful: this is a variation on Describe and 
draw. 


Instead of trying to draw a picture which 
someone describes for them without 
their being able to see it, the students 
make notes as they listen. They can then 
compare notes and subsequently, either i] 
individually or in collaboration, carry 
out one of the following tasks: 


— 
a describes picture 


B,C, D... listen, ask questions 
and make notes 


— draw the picture; o 1 
B,C, D . . . compare notes 


— describe the picture orally; = 


— write a description of the picture 


Usually the students feel more [2 
comfortable making notes as a first 
stage (rather than being asked to try to 


B,C, D... use notes: talk. draw 
or write 


draw the picture straight off) and, of 
course, the activity does give them an 


immediate use for the notes they have 
made. 
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Scotland is 
different. 
It’s exciting. 
It’s easy to 
get to, and 
it’s cheap 
to travel 
around in. 
There are 
plenty of 
travel 
bargains. 


oo 


| HOW TO GET 


Mth British Rail, your journey becomes 
a pleasure in itself. The modern, high- 
speed trains are quiet, comfortable and 
air-conditioned. You can enjoy a good 
meal during your journey. Or you can 
travel overnight. Take your car on the 
train with you. Start your holiday fresh 
and relaxed. 


BY AIR 


The fastest way to travel. There are 
several flights from London every day, 
and regular services from many 
European cities. 


1 Use information in the text to complete this 
table. If there is no information, puta 
question mark. 

coach plane train 

| daily 

| i 4 

| overnight 

| with meals 

| fe = Se 


2 How would you travel if you wanted to do 


these things? 


a) watch a film on the journey 
b) take your car to Scotland without driving it 
c) get to Scotland as quickly as possible 


3 Listen and answer: 

Mr Smith wants to go to Scotland, so he goes toa 
travel agency. The travel agent tells him 
different.ways of travelling. How does Mr Smith 
decide to go to Scotland? Why? 


4 Mr Smith wants to know how long it takes 


train 
— 


to get to Scotland. What does the travel 
agent tell him? Listen to the conversation 
again and complete this table: 


How long? 


plane 


| 
| 


L 


——} 


coach 


5 Complete this table: 


r 


LH 


WAYS OF TRAVELLING TO SCOTLAND 
(for one person) 


quickest 


cheapest 


most comfortable 


TEACHING WRITING SKILLS 


6.3.2 
Summarising 


76 


Systematic training along these lines will ensure that the students are 
adequately prepared for note-taking. At the same time, we can also 
demonstrate the practical value of note-taking: for example, by making sure 
that the students exercise this skill when we give them instructions for 
activities, including homework, which they have to carry out at a later date. In 
this way. it is hoped. they will be able to see that note-taking is a purposeful 


activity. 


Summarising — producing a shortened version of a text which has been read or 
heard — is best viewed as a skill which is realised through different kinds of 
writing, rather than as a special form of writing. Reports on speeches and 
minutes of meetings are summaries; so are abstracts of articles and synopses of 
books. At one end of the scale, summaries may be quite lengthy documents; at 
the other. no more than a few lines. One factor which determines the length of 
a summary is the actual amount of space which the writer of the summarised 
version has at his disposal. A report on a meeting. to be read and studied by 
those who were not present, may have no prescribed length, while a report ona 
meeting which has been written to be published in a newspaper may have to be 
fitted into half a column or less. Another factor is the purpose for which the 
summary has been written: it may be intended to provide a record of some 
event. in which case brevity will nor be the main concern. On the other hand, 
conciseness is likely to be important if it is intended to serve as a guide for 
someone who does not have time to read the original text or who wishes to find 
out whether it is worth reading. 

All this. of course. is a long way from summarising as it is traditionally 
practised in the classroom, but there would seem little point in practising the 
skill at all unless we can relate it in some way to realistic activities like those 
described above. A more flexible view of summary writing will not only make it 
a more purposeful activity for the students; it will also enable us to work with 
different kinds of material, both spoken and written, and of very different 
lengths. It will further enable us to demonstrate that, although in a summarised 
version we are always concerned to preserve essential information — the main 
ideas — how we do this is affected both by the purpose in making the summary 
and the amount of space at our disposal. 

Through note-taking we have already to a large extent laid the foundations 
for summarising; in particular, through activities such as identifying the main 
points in a text (see 6.3.1). Because at the start it is convenient to work with 
fairly short texts (like the one in 6.2.1), we have to be careful to avoid setting 
unrealistic tasks which would involve the compression of material which is 
already succinctly expressed. However, the students may be asked to give a 
resumé, oral or written. in a given number of sentences rather than a set 
number of words. This encourages the students to make the best use of the 
number of sentences at their disposal. 

As with note-taking. we must also show the students what various kinds of 
summarised versions of a text look like. This can be done in a number of ways. 
For example. we may relate this activity to the intensive study of texts (which is 
a common activity at this stage), by setting them a reading goal in the form ofa 
summary. which asks them to decide whether the summary accurately reflects 
the main ideas in the text. We may also compare, as with examples of notes, 


Oc! od cid ciao ilo Wd i) cc) Wo oT Oo vO a 


A Ua a a A A A A A A AA A A A A A A A 


CONTEXTS FOR WRITING: THE USE OF TEXTS 


two or three summaries of different lengths, so that the students can decide to 
what extent the essential ideas of the original have been retained in each, and 
how the length of the summarised versions may affect both what is included 
and how it is expressed. 

However, the practical value of summarising can only be fully brought 
home if we work with fairly long texts. How this is done must of course relate 
to the level and interests of the students. They may be asked to write abstracts 
of chapters of books they have read. For example, the communication task in 
5.5.2 (d) may be reformulated so that they write ‘blurbs’ for the books which 
they have read. In some classes, it may be more useful to work with texts which 
are heard rather than read. For example, some dialogues where the speakers 
are dealing with a well-defined theme, such as making plans, lend themselves 
well to reporting activities through which summarising can be practised. Indeed 
the task of writing a notice, based on what the speakers have said, is a form of 
summary, with a special communicative purpose. If listening facilities are 
available, the students, divided into two halves, may be asked to listen to two 
reports on a town or on an accident, broadly the same but differing in details. 
They may then be asked to write summarised versions of what they have heard 
and subsequently to compare these so as to identify the similarities and 
differences. 

But to demonstrate fully the practical’application of summarising we shall 
probably have to rely mainly on activities which involve some form of roleplay. 
For example, the ‘estate agency’ activity suggested in 5.5.1 (a) is well suited to 
this purpose. Each student may be asked to write a comprehensive description 
of the property he wishes to sell. which is then given to other students, 
preferably working in pairs or small groups, to ‘edit’ in such a way that the 
description fits into a given amount of space for the purpose of advertising. 

Similarly the students may 
be given, or asked to write, Cs \ 7 
‘articles’ of different kinds such RAG BAG Sirina Namie 
as news reports, social events, 
book and film reviews, letters 
to the editor, etc., for which the 
length is not specified. A 
selection of these is given to 
each group of students, 
together with the layout for the 
page of a newspaper as shown 
in the diagram. Their task is to 
fit these pieces of writing onto 
the page. They have, therefore, 
to consider both where to place 
their articles, within the limits 
laid down, and to modify them 
as necessary, which might 
involve either expansion or 
reduction. 
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Through activities along these lines (and also within the broader context of 
simulations, see 8.4), the skill of summarising may be practised and developed 
in a realistic way. The requirements of examinations may demand that this skill 
should be used in a much more limited way. such as making summaries in the 
traditional sense, for which the purpose may not be at all apparent, but these 
need not be allowed to distort the way we teach and practise this skill in the 
classroom. 


1 Make a list of the things you use note-taking and summarising for. Arrange 
these under two headings: frequent and occasional. Compare your list with a 
friend. 

2 From your reading of 6.3.2. do you agree that summary writing is an 
important and valuable activity? 

3 How effective do you think the final activity in 6.3.2 would be for teaching 
summary writing? 


1 Examine any textbook at an appropriate level to see what attempt is made to 
practise note-taking and summary writing. Are the activities well presented? 

2 Do the exercise in 6.2.1. 

3 Make notes on the text in 6.2.1, using the diagram model shown in 6.3.1. Do 
you think it is more suitable for this type of text than conventional forms of 
note-taking? 

4 Find a suitable picture and try out the Describe and note in 6.3.1 with some 
friends. What difficulties did you have? 


1 The text on page 71 comes from R O'Neill: Flight (Longman 1973). 

2 On note-taking see JB Heaton in S Holden (ed) (1977) Keep it short and JB 
Heaton (1975) pages 18-28. 

3 Onsummarising see M Donley (1975). 

4 The illustrative material on page 75 comes from M Palmer and D Byrne 


Track 3 (1983). 
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7.1 
Some general 
considerations 


Fled 
Types of visual 
material 


7.1.2 
The use and abuse 
of visual material 


Contexts for writing: 
the use of visual material 


At first glance, visual material offers an dttractive and stimulating framework 
for writing practice, especially if some form of picture sequence is used, and for 
this reason no doubt the learners generally respond favourably to tasks which 
relate to some kind of visual context. On the other hand, if we consider the 
kind of writing activity which often results from the use of visual material — 
narrative and descriptive ‘composition’ with no specific goal in mind, except 
that narrative tasks could be said to take the form of telling a story — it is clear 
that visual material can easily lend itself to the practice of writing for writing’s 
sake, of a kind that has no communicative value and which will not contribute 
significantly to the development of writing skills. Part of the problem at least 
seems to be the level at which visual material is generally used: for the most 
part, this is at a fairly early stage of the course, when ‘picture composition’ 
writing in particular tends to be accorded a special place in the programme. As 
we have seen, visual material can be appropriately used in the early stages, to 
supplement other forms of practice, but what needs particular consideration is 
its use at a more advanced level, where the learners need guidance rather than 
control and where the contexts it offers can be more fully exploited. The main 
concern of this chapter will be to identify the kinds of writing activity which can 
be derived from different types of visual material at the post-elementary level. 


We may divide visual material into two main categories: 


(a) Pictorial: this category includes single pictures and picture sequences. 

(b) Plans, maps, diagrams: diagrams include material such as graphs and 
charts (i.e. they contain figures and perhaps a few items, such as headings, 
in words). 


By its very nature visual material provides a much more open-ended 
framework for language practice than texts. The visual content does of course 
determine fo some extent the language which can be used, particularly in the 
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lexical area, although even here we are not tied to any set of items. In other 
respects. however. we are free to exploit the material as we wish. The special 
advantage of this is that we can use the same piece of material at different levels 
and also for different tvpes of writing. 

On the other hand. the very fact that visual material is open-ended has its 
dangers. There is the risk that the learners will interpret the visual content in a 
more sophisticated way than their proficiency in the language permits. This 
may involve some form of mental translation. which in turn results in 
inappropriate and incorrect expression. Even if errors are not our main 
concern, it is undesirable that they should result from the learners failing to 
make full and proper use of the language they have acquired: both oral and 
written practice must. as one of its goals, aim to show the learners how they can 
express themselves within the limits of the language they know. Writing tasks, 
therefore, have to be very carefully defined and the learners given appropriate 
preparation for them. 

If visual material is used at too elementary a level, it also tends to 
encourage a form of written expression which is remote from writing in any real 
sense. At best. it might be described as a kind of commentary on what can be | 
seen in the picture. Thus. for example. the learners are invited to produce 
sequences using the Present Continuous. For example: John is at the bus stop. 
He is waiting for the bus. The bus is coming and John is going to get on it. Now 
he is getting on the bus. etc. Although it might be argued that the learners will 
get more satisfaction from writing sequences of this kind rather than producing 
single sentences. this type of writing will not benefit composition skills. On the 
contrary, it might even to some extent be harmful because it allows the learners 
to believe that they can write without the use of appropriate linking and 
sequencing devices. It is. surely, much better to use alternative forms of 
practice (as suggested in Chapter 4) rather than to encourage them to write in a 
way which is inappropriate to the written form of the language. ! 


. 


Visual materjal clearly has great potential as an aid to developing writing skills 
and can provide both contexts and stimulation for a variety of activities but, — 
unless it is properly used, it may create more problems than it solves. It is 
essential, therefore, to do the following: 


(a) Identify and define an appropriate writing task which relates to the theme of 
the visual material. 
The students may of course be given a choice or be asked to work on 
different but perhaps complementary activities. It is unlikely that the 
writing task will call for any form of straight narration or description, 
which is an aspect which may be explored through oral preparation for 
writing. On the contrary, the writing task should have a clearly defined 
form (a letter. a report, etc.), which will deal with the theme from a 
particular angle or viewpoint. 


(b) Identify the language which the learners will need in order to carry out the 
task. 
As far as possible. language difficulties should be anticipated at the oral 
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preparation stage and further explored, if necessary, through 
supplementary exercises. In order to do this, it will generally be necessary 
actually to write out a version of the writing task to see what language it 
entails. 


EE 
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(c) Decide how to prepare the learners for the writing task. 


E 


l 
h 


The classroom preparation stage is a delicate one. As was noted in (b) 
above, we want to ensure that the learners have the necessary language for 
the task they are set. At the same time, the writing activity must never be 
simply a replica of the oral preparation, otherwise there is no challenge in 
the activity. If the writing task involves dealing with the theme presented 
from a different angle or viewpoint, the problem is largely resolved, 
because the learners have to decide how to restructure and select from the 
language practised at the oral preparation stage. 
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7.3 This section contains some examples of how visual material may be exploited at 
The use of visual the post-elementary level for different kinds of writing task. 
material: some 
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examples 

E 

Eo 7.3.1 The following activity is based on a simple map like the one shown below, 
Using a map to which may be drawn on the board or reproduced on a transparency for use on 
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the overhead projector. It has been found effective in getting the students to 
explore ways in which a paragraph can be organised. In particular, they have to 
consider both the necessary and possible sequencing of certain sentences and 
different ways of linking these sentences. 

Each student, or pair of students, if they are asked to work together, is 
given a card which contains a piece of information about three of the places 
shown on the map. Two examples of such cards are given below. 


rc 


The butch in Harbour Road 
segs aia Road and New 
Rond. is the market. 


The Ubvary was buitt im 1935. 


Fred Cash is atso the owner 
of the Palace Cinema. 


In one part of the Palace Cinema 
they show A the latest fums. 


The market is open from $a.m. 
ile p; A ee 


| The supermarket setts aw. kinds 


of food, except fish, 


The information written on the cards is obtained by breaking down a 
paragraph describing each of these places. For example, the description of the 
market runs as follows: 
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The building in Harbour Road between Central Road and New Road is the 
market, which was built in 1875. It sells fish, vegetables and fruit. It used to 
sell meat, but that is now sold in the supermarket. The market is open from 
8 a.m. to 2 p.m. on Tuesdays, Thursdays and Fridays, and from 8 a.m. to 5 
p-m. on Saturdays. 


The information which appears on ten different cards is as follows: 


1 The building in Harbour Road between Central Road and New Road is the 
market. 
2 The market was built in 1875. 
3 The market sells fish. 
4 The market sells vegetables. 
5 The market sells fruit. 
6 The market used to sell meat. 
7 Meat is now sold in the supermarket. 
8 The market is open on Tuesdays, Thursdays, Fridays and Saturdays. 
9 The market is open from 8 a.m. to 2 p.m. on weekdays. 
10 The market is open from 8 a.m. until 5 p.m. on Saturdays. 


The students are then invited to identify a building which the teacher points to, 
such as the market. Only one student is able to do this and he therefore informs 
the rest of the class. This statement is clearly the opening sentence of the 
paragraph. Another piece of information which might relate to this is then 
called for. Since the students do not know what is on one another’s cards, 
several suggestions are likely to be made until it is agreed that the most suitable 
piece of information is: The market was built in 1875. However, it cannot 
follow on from the first sentence in the form in which it appears on the card and 
suggestions are invited as to how it should be linked to the preceding sentence. 
This may be either with which, as in the original version, or with it (that is to 
say: The building . . . is the market. It was built in 1875). It should be noted that 
most of the statements on the cards have to be modified in some way. 

And so the construction of the paragraph continues. Notice that we are 
not concerned to reconstruct the original text in its exact form. On the 
contrary, it is far more important to get the students to consider acceptable 
alternatives. For example, the text might continue: The market sells fish. It also 
sells fruit and vegetables or even: The market sells not only fish but also fruit and 
vegetables. 

The completed description of the first place may be written up on the 
board. After that, the students can be asked to make notes while the activity is 
in progress and to write up the descriptions afterwards. They will find this 
easier to do if they are working in pairs. 


Visual sequences of the kind depicted on page 84, where the dialogue is 
implicit in the situations, have to be interpreted rather than described. There 
are two main ways in which the dialogue element may be ‘extracted’: 
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(a) The students may be first asked to say what they think the pictures are 
about. For example. in Picture A. the woman, whom we will call Mrs Ball. 
wants some sugar. (Why does she need it?) She asks her husband to go and 
get it. (What words does she use?) Perhaps at the start her husband is 
reluctant to go. (Why? What is he doing?) So she has to persuade him. 
(What does she say?) The students are then invited to suggest various 
possibilities for each line of dialogue. 


a er a a ar Ua Ga CCC A A A A A A A A A 


Í 


A A AE A 


TES 
| 


CONTEXTS FOR WRITING: THE USE OF VISUAL MATERIAL 


(b) Alternatively, the dialogue may be cued by providing the first line of the 


exchange. In the example below, which relates to Pictures A and B, the 
teacher takes the part of Mrs Ball, and the students give her husband’s 
responses. 

: Will you go to the grocer’s and get some sugar, please? 

: (But I’m watching a football match on TV.) 

: Well, if you don’t go, I can’t make a cake. 


: (Oh, in that case, I'll go!) 
- Now, I need some other things as well . . . salt, coffee ... Here’s a list. 


: (I don’t need a list!) 
The students may be asked to suggest several alternatives for both 
speakers. For example: 


Ar NADH A 


MRS B: _I need some sugar. Can you go and get me some? 
MRB: Now? I was just reading the paper. 


Or: 

mrs B: Would you mind going to the grocer’s for me? 
MRB: What do you want? 

MRS B: Well, I’ve run out of sugar... 

MRB: I'll go this afternoon. I've gòt to go into town. 
MRS B: Yes, but... 


Thus, when the students come to write up their dialogues, they can select 
from the different suggestions that have been given or produce similar ones 
for themselves. 

The next three pictures may be similarly exploited to produce, for 
example, a short conversation about gardening and the weather (C), Mr 
Ball ordering the things he wants from the grocer — but forgetting the 
sugar (D) and a conversation about the news (E). Picture F involves 
asking for and giving directions and is therefore an important picture which 
should be exploited in depth (see below). Finally, in G and H, we have the 
conversation between Mrs Ball, who is angry because her husband has 
taken such a long time. and her husband, who tries to make excuses — 
only to find that he has forgotten the sugar! 

For Picture F, it is suggested that one or more model dialogues should 
first be built up with the help of the class, to practise language relevant to 
asking for and giving directions. For example, we might start with a very 
simple dialogue: 

MAN: Excuse me. Can you tell me the way to the station? 

MRB: Yes. Cross over the road, go as far as the newsagent’s and then turn 
left. 

MAN: Is it along way? 

JACK: Oh, about half a mile. 

The purpose of producing these dialogues, it should be emphasised, is to 

rehearse the language which the students will need for their writing task. 

When they come to write up their dialogues, they should be encouraged to 


produce very different versions. 
The dialogues written about individual pictures in the sequence may 
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be further elaborated to form a short play, divided into scenes and with 
appropriate ‘stage directions’. This is best done as group work. The 
example below shows that this can be done in fairly simple language: 


Scene 1 Mrs Ball is cooking in the kitchen. She finds that she does not have 

any sugar. 

MRS B (calling her husband): Jack! 

There is no answer. 

MRS B: JACK! 

MRB (coming into the kitchen): Yes. What is it? 

MRS B: Oh! I've run out of sugar. Could you go to the shop and get me 
some? 

MRB: ButI wanted to... (etc.) 


P30 Whatever the final outcome in writing, you can use visual sequences like the 
Other uses for one in 7.3.2 and the shorter one below for a range of oral activities both to 
visual sequences prepare for written work and to involve the students in the material (which we | 


must never assume to be intrinsically motivating, however attractive it may 

appear to be). For example: 

— speculation: Get the students to give their own ideas about the people and 
the setting (who they are; where they are, etc.). See 4.6 (i). 

— roleplay and dramatisation: Get the students to work out how they would 
present people shown in the pictures and how they would act out some or 
all of the sequence. (See below for related writing activities. ) 


— discussion: Most picture sets will stimulate some kind of discussion. For 
example, husband-wife relationships for 7.3.2 and monsters for the set 
below. 


Some key writing activities will be: 
` — notes: The students should make a note of any important ideas which come 
up during oral work. 
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— diary entries: The students write up an account of what happened from the 
viewpoint of one of the people in the sequence. Notice that this involves 
selective reporting. For the sequence above, don’t forget the diary of the 
monster! 

— role descriptions: The students write rolecards for one another if they are 
going to act out the sequence. See 4.6 (f) and 5.6 (d). They can also write 
scenarios (see 5.6 (e)). 

— letter writing: Similar to the previous activity. Again the activity will involve 
selective reporting — and. if you do not wish to bore the person you are 
writing to — realistic summarising! 
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7.3.4 
Techniques for 
presenting visual 
sequences 


7.3.5 

Using visual 
material for report 
writing 


CONTEXTS FOR WRITING: THE USE OF VISUAL MATERIAL 


— reports (articles, etc.): This will depend on the content of the sequence. The 
students could write one for the one above. For example: THE MONSTER 
THAT CAME TO LUNCH! Report writing is discussed in detail in 7.3.5. 


None of this precludes more basic oral work (question and answer, true-false 
statements, etc.) and more basic written work (sentence linking, paragraph 
completion), which may be necessary with certain classes. 


Much will depend on the form in which this is available (book, display chart, 
transparency), and also how much you want the students themselves to 
contribute ideas. Wherever possible, unless you want to give them the task of 
exact description (which can be a challenging activity if it is presented in the 
right way), you should welcome the opportunity of getting the students to 
contribute ideas. They are certainly likely to enjoy it more than if they are 
allowed to describe only what they can see. 


Here are some ways of presenting a four-picture sequence so as to 
stimulate the students’ imaginations: 


(a) Show the first and last picture. 
The students fill in what 
happened in between. 


(b) Show the middle two pictures. 
The students supply the 
beginning and the end. 


(c) Show the last picture only. The 
students decide what happened 
before. 


(d) Show the first picture only. The 
students decide what happened 
after that. 
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If for any reason you cannot use incomplete sequences, you can ask the 
students to continue the story. 


For the use of jumbled sequences, see 7.3.8 (h). 


The picture on page 88 could of course be used for a variety of writing 
activities. It could be exploited for the production of dialogues, such as one 
between the two cyclists or between the lorry-driver and the motor-cyclist if an 
accident is narrowly averted, or for letter-writing. For example, any of those 
involved in the incident might write a letter about it at some subsequent date. 
Report writing has been chosen to demonstrate that, if visual material is used 
at the post-elementary level, it has great potential for formal writing tasks. 

A single picture has been chosen for this purpose to show that, properly 
exploited, it can be just as effective in providing a context for this type of 
writing activity as picture sequences. In fact, there is even some advantage in 
using a single picture, because it is more open-ended: the outcome, an accident 


87 


TEACHING WREHIIING SKILL 


88 


or a near accident. is not actually shown and we can therefore decide for 
ourselves what form it might take. 


On the assumption that an accident did take place, we might set as a 
writing task a newspaper report of some kind. Other possibilities are reports 
made by the lorry-driver (for example, in connection with an insurance claim) 
or by a policeman investigating the accident. For this, the events we can actually 
see in the picture — a lorry approaching a sharp bend in the road, two cyclists 
talking as they overtake the lorry and two men on a motor-cycle, whose 
attention is distracted by a plane that is landing, coming in the opposite 
direction — are likely to be referred to in some way in the report but not 
necessarily in their chronological order. At the oral preparation stage, 
therefore, we can get the students to describe these events without any risk of 
prejudicing the writing task. 

Our classroom presentation should also aim to arouse the interest of the 
students in the theme and at the same time to help them with some of the 
language they will need in the report. We might begin, for example, without 
necessarily referring to the picture at all, by discussing some of the things that 
cause accidents. These can be listed on the board: 

Causes of accidents 

— fast driving 

— careless driving (for example: .... 
— mechanical defects 

— weather conditions 

— pedestrians 

Examples of the language used to describe road accidents can be given or 
elicited. 

Features of accidents 


— vehicles collide/get damaged/run people over/knock people down 
— people get killed/injured’taken to hospital. ete. 
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7.3.6 

Using 
diagrammatic 
materials 


CONTEXTS FOR WRITING: THE USE OF VISUAL MATERIAL 


We can then relate these items to what is shown in the picture and decide which 
ones apply, or might apply depending on the outcome of these events. It is at 
this point that we can get the class to decide, after considering several 
suggestions, what actually happened. 
If the students need further help with writing reports of this kind, then we 
can work out on the board with them one account of the accident and ask them 
to use different facts in their version. For example, we might begin by deciding 
on a suitable headline and showing that this is followed by an important piece 


of information. 
CYCLIST KILLED ON AIRPORT ROAD 
One cyclist was killed and another badly injured when they collided with a 
motor cycle on the road to Winton Airport yesterday afternoon. 


We can then show that at this point we would probably use information 
provided by the picture. For example: 


The collision occurred near a sharp bend in the road about two 
miles from the airport. According to the driver of the lorry, which was 
travelling towards the airport at the time, the two cyclists ... 


sion which the students are asked to write, the outcome of the 
ver of the lofry hits the tree, and is killed or badly 
oid the motor-cyclists. This will still allow the 

age of the rehearsed version, but at the same 
ficant changes. In this way, none of the 


In the ver 
picture might be that the dri 
injured, through trying to av 
students to use some of the langu 
time they will have to make quite signi 
challenge of the writing activity is lost. 


We have already seen how maps can be used for controlled and guided writing 
(see 4.3(b) and 5.3(d)), while earlier in this chapter (7.3.1) a map was used to 
guide paragraph organisation. The same material can be used at a later stage 
for freer writing activities, such as writing a letter to advise someone how to get 
to your house or where to meet you in town. These, together with graphs like 
the one below (see Exercises, page 94) plans of rooms and buildings and bus 
and train timetables can be used for a variety of activities which will encourage 
students to write precisely. For example, there may be more than one way of 
describing a room or advising a route — but at least it will be clear if the 


students have got the information across. 


= 
POPULATION AND EMPLOYMENT FOR STANTON GREEN 


13000 
A locally employed 11000 
B commuters 9 


k 
AY C retired 7000 
D unemployed 5000 


Much of the language which the students will need for certain formal types of 
icular the use of functions typical of 


writing. such as reports. will involve in parti 


1981 1983 1985 1957 
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the written language. such as defining, comparing and contrasting, 
exemplifying (etc.). The practice of these (see 9.2) can help to give a new slant 
to the programme and enable us to cover old ground in a new way. Visual 
material in the form of plans and diagrams can be very useful for this purpose. 
The example below shows how the diagrammatic representation of a town 
can be used to introduce some of the language needed for writing a text which 


involves the systematic classification of data and also to structure a parallel 


writing task for the students to carry out.* 


The diagram below shows the structure of a town called Brunton. 


r 
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S; hops/ Offices 


With the help of the diagram we can elicit from the 


students the three main areas into which the town is divided 


and where they lie in relation to one another. This may be 


done by asking questions. For example: How many parts does 


the town fall into? What are they? Where are they? With the 


help of this information we can give a general description of 


Brunton in our opening paragraph. Some key language is 


indicated in italics. 


Brunton falls into three main parts: the industrial estate, 
the residential area, and the commercial sector. The 
residential area lies between the industrial estate on the north 


side of the town and the commercial sector on the south. 


As a next step, we might show the students how one part of the town may 


be systematically described. For example, the residential area. This is partly 


structured through the diagram, but the students are also invited to make some 
suggestions for themselves. Again using appropriate questions, we can build up 


a description as follows: 


The residential area consists of a 


housing estate and a park. The former is 


made up of two main types of buildings: 
detached houses and blocks of flats. The 


latter has some excellent facilities. 
These include a football ground, a 
swimming pool, a tennis court and a 
children’s playground. 


*This does not cover all the language needed for writing texts where the main function is one of 


Park || Commercial 
Sector 
Hous 
É: SEA Indus trial 
Estate 
| 


- 


N 
M 
l 


classification. Some items can be more effectively presented and practised through textual models. 
For a more complete unit, see 9.2.1. 
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7.3.7 

Other useful visual 
materials for 
writing activities 


CONTEXTS FOR WRITING: THE USE OF VISUAL MATERIAL 


The students now have the key language needed to describe the two 
remaining parts of the town along the same lines. Again they can contribute to 
the text by suggesting, for example, the main types of industries, shops and 
offices to be found in these two areas. 

For their parallel writing task, the students are given a diagram of a town 
with a different structure as shown in the second diagram on page 90. 

The students may also be given an outline for the beginning of their 
report, together with a reminder of the key language items which may be used, 
along the following lines: 


-< 
Title 


Paral 


Town — + relative positions 


Relevant language 
falls/is divided into, lies between, on the (west) side of 


Para 2 
Residential area 


E 


Housing estate = types of building 


Park — = facilities 


Relevant language 
consists of, includes, the former/latter 


L 


(a) Ads: These must occupy a special place for a number of reasons: 
— there is a wide variety of them; 
— they are widely (and freely) available; 
— students respond to them. 
If you are collecting or making ads, cover key areas such as jobs, 
accommodation, things for sale, holidays, language schools, food, cars and 
clothes — but also include in your collection any ads that are particularly 
striking and memorable. 

Writing activities will normally involve some roleplay such as writing 
for more information (e.g. in connection with holiday accommodation) 
making an application (e.g. for a job or for a place ina school); writing 
letters of complaint (e.g. about food ads), etc. 

(b) Programmes: For example, for cinemas, theatres, festivals, TV and radio 
(see 4.6 (d), where the students made their own). These can be used for 
planning activities which involve making notes or writing short reports, Or 
for writing letters (e.g. suggesting the programme for a day out). 
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7.3.8 
Writing for fun 


(c) Menus: These are mainly useful for oral interaction but can be used to 
stimulate a writing activity. such as describing a very good meal you have 
had, which has a natural built-in sequence. 


Visual material has been used for a number of ‘fun’ writing activities in earlier 
chapters. See, for example, 4.6 (d) TV/radio programmes: 4.6 (f) rolecard 
pictures; 4.6 (i) pictures for interpretation and speculation (an activity which is 
especially valuable as students make progress with their writing); 5.6 (h) jigsaw 
writing and 5.5 (i) instructions for drawing a picture or a map. 

Some other activities are suggested below. The first three involve the use 
of small picture cuecards (usually showing a single object such as a piece of 
furniture, an item of clothing. an animal. etc.). 


(a) 


— 


(b 


(c) 


(d) 


Picture linking 


The students. working in groups, are given (or are allowed to choose from 
a larger number) three to four pictures, around which they have to make 
up a story. The objects should not have any obvious connection, so the 
students are encouraged to be imaginative — and even absurd! 


Lost and found 


Each student is given two cards 
(e.g. a dog and a pair of shoes) 
and uses one of these to write a 
notice about something he has 
lost and the other to write a 
notice about something he has 
found. The cards are then 
redistributed and the notices 
read out. The students respond 
by saying ‘That’s mine!’ or ‘I’ve 
got it!’ 


Desert Island messages 


After the students have played 
the Desert Island game (that is, 
when they imagine they are 
marooned on an island and have 
to decide how they will use (3) 
objects such as a hammer, clock, 
mirror), they can be asked to 
write messages to put into a 
bottle and throw into the sea. 
They can also be asked to write 
their diary for part of the time 
they are on the island. 


How much can you remember? 


| FOUND lin my garden). 


One pair of very did | 
LOST One small white dog. 
Its name is Maggie. 


WARNING It barks a lot 
and bites! | 


TO THE PERSON WHO FINDS THIS! 


Please tell my family / 
am Safe , well — and- 


happy ! | dont want 
lw he res 


Each group of students is given a picture, which they look at for about a 
minute. They then turn the picture over and, working individually, write 
down as many things as they can remember about the picture. They then 
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Exercises 


CONTEXTS FOR WRITING: THE USE OF VISUAL MATERIAL 


use these notes to work together to build up a complete description of the 
picture (orally or in writing), which they compare with the actual picture. 


(e) Who is it? 
Each group is given a picture of a famous person (or place) and has to write 
a precise description of it. The descriptions are then passed round the 
other groups, who try to identify the people (or places). 


(£) Life story 
Each group is given a picture of a face (not anyone known) and has to 
make up the life story of the person (e.g. who (he) is; what (he) does for a 
living; things that have happened to (him)). The students should of course 
aim to be as imaginative as possible. 


(g) Cartoons 
The students work in pairs or groups to write captions or speech bubbles 
for cartoons or other suitable pictures. 


(h) Jigsaw stories 
Give each group a cut up picture composition sequence (see 7.3.4), so that 
each student or pair of students in the group has one picture. Each student 
or pair then writes down what their picture shows. The students then put 
away their pictures and use their notes to try to work out what the 
complete sequence is about by exchanging information. 


(i) Ads 
Give each group of students a picture showing, for example, a car ora 
hotel and ask them to write an exaggerated advertisement for it. 


(j) Postcards 
Give each student a postcard (made by pasting a picture cut from a 
magazine or travel brochure onto a piece of card) and ask them to senda 
message to someone else in the class (this may include you!). They may do 
this as themselves or in the role of a famous person (e.g. singer, actor, 


politician ...). 


L What are some of the advantages and disadvantages of using visual material 


as a framework for writing practice? 
2 Do you agree that, on the whole. it is better to use visual material at the post- 


elementary level? Give reasons. 


1 Most ‘picture composition’ material available in published form is intended 
for use at a fairly elementary level. Examine any set of material of your own 
choosing and see whether it could be successfully exploited at a more 
advanced level. 

2 With reference to the activity described in 7.3.1, write a description, similar 
to the one of the market. of another place (for example, the supermarket or 
the Palace Cinema) and then divide up the text into statements which can be 
sited on the students’ cards (as shown on page 82). 
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3 Identify some writing tasks which could be set on the following picture 
composition sequence. These should be in the form of dialogues, letters or 
reports. Suggest the kind of preparation that might be needed for any one of 
these tasks. 


4 Select any piece of visual material and show how it could be used for a report 
writing activity along the lines suggested in 7.3.5. 

5 Suggest some uses for the graph in 7.3.6. 

6 Work with a friend and try out one or more of the activities in 7.3.8. Can you 
suggest other activities along these lines? 


1 For examples of visual material for writing activities, see JB Heaton (1966); 
D Byrne (1967); JB Heaton (1975); C Fleming (1975); R Ridout (1975); 

D Byrne (1976); LA Hill (1978); L Markstein and D Grunbaum (1981); 
JB Heaton (1986); D Byrne (1988). 

2 Other composition books that contain useful visual material are: T Hedge 
(1983a, 1983b and 1985); R Knight (1986); A Pincas (1982b and 1982c) 

L Woods (1986). 

3 For techniques for exploiting picture composition material imaginatively see 
D Byrne (1987) Picture Composition: A Fresh Look. 

4 The picture in 7.3.5 is from JB Heaton Beginning Composition through 
Pictures (Longman 1975); the picture sequence in 7.3.3 is from M Palmer 
and D Byrne Track 3 (Longman 1983) and in Exercise 3 from G Fleming 
Guided Composition (Hodder and Stoughton 1975). 
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8.1 

The importance 
of integrating 
skills 


Integrated skills 


The need to integrate skills in language learning has already been stressed and 
in many respects this is not a new feature of the writing programme. In fact, 
many of the communication activities and ‘fun’ writing activities in Chapters 4 
and 5 integrated talking and writing (and sometimes reading) in a natural way. 
See, for example, questionnaires and quizzes in 4.6 (a) and (b); roleplay 
activities in 5.5.1; scenario writing in 5.6 (e); jumbled stories in 5.6 (g) and 
writing instructions for pictures and maps in 5.6 (i). The key factor with many 
activities is how you get the students to work: pair and group work offer many 
more opportunities for integrating skills, as the simple analysis below shows. 
The activity is drawing a picture or a map. 


INDIVIDUAL WORK PAIR/GROUP WORK 
S1 draws and writes Ss talk, draw and write 
S1 exchanges instructions with Ss exchange instructions with 
52 another group 
SI reads and draws | Ss read, talk and draw 
Ss compare pictures ( = talk) Ss compare pictures 


If, therefore, you want to increase the amount of skill integration in your daily 
teaching — and this is worthwhile because it allows the learners to use language 
naturally, not just practise it (notice how in many of the activities language is 
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8.2 
Project work 


8.2.1 
Organising a 
project 
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used to get something done) — make sure you use pair and group work for 
reading and writing activities. 

For many classes this may be enough. At the intermediate level, however, 
vou will probably want to increase the amount of fluency work you do with 
your students and three ways in which you can do this through integrated skills 
activities are discussed below. 


Project work cannot be neatly defined because it takes so many forms. It 
usually involves some research (through interviewing and reading); it often 
involves going out of the classroom (although this is not essential) and it almost 
always involves discussion. 

The process — carrying out the project — is clearly important because of 
the activities the students have to undertake; but equally the product — some 
kind of document — will give them a great deal of satisfaction. Writing may 
take place at both stages: along the way (filling in questionnaires, making 
notes) and at the final stage when writing up the project. (For our purpose we 
would avoid one that resulted, for example, in drawing plans or maps, though 
this could be a legitimate project in itself.) 

In the language classroom it is important that project work should give the 
students opportunities for language use and development. At the same time it 
will help them on a broader educational front to develop: 


— communication skills: when interviewing and reporting back; 

— research skills: when reading; 

— social skills: when discussing, collaborating. 

Sometimes for project work the students will have to use the mother tongue 


(e.g. when talking and reading), but the outcome in writing will always be in 
English. 


Although this is largely a matter of common sense (since there are no ‘rules’ for 
something that does not have a set form), projects have to be carefully planned 
and sustained. The teacher’s role is crucial especially in presenting the project 
and involving the students in it, and in ensuring that it does not break down. 
You may like to follow these stages: 


PRESENTATION AND DISCUSSION 


TA 


PRELIMINARY ACTIVITIES AND DISCUSSION 


ae 


MAIN ACTIVITIES 
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PROCESSING OF MATERIALS 
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PRODUCTION 
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INTEGRATED SKILLS 


One of the things you may have to do with the students at the start is to show 
the students how to ‘open up’ a topic. One way is to get them to make a chart 
similar to the one used for note-taking in 6.3.1, which will involve talking and 
For example, if the topic for the project is Food, a chart might look 


writing. 

like this: 

| Meats and limes Origin. Cooking 

| -oum country ~ Local [impor tid - method 
(Britain, USA - manufacture - FEKAPES 


| Dut 
| -yitamins | 


~ 
ks 
— 


Changes 
| -small shops rs. 
S 


S 
„stret markets 


At the presentation stage, it should be enough to establish some main aspects 
and then divide the students into groups to discuss and develop them. The 
groups may work on all aspects simultaneously or on one particular aspect 
only. In either case note-taking will be involved (perhaps together with some 
initial reading). At this point the scope of the project should be agreed: for 
example, it could be decided to limit or extend its scope. This may depend on 
research opportunities (opportunities for going out of the classroom, available 
reading material, etc.) or simply the interests of the students. 

When this has been agreed and the work distributed among the groups, 
the students can begin work on the main activities. If this involves interviewing, 
(for example, about eating habits, attitudes, social behaviour), questionnaires 
will have to be devised, and this involves precise writing. If these involve 
reading (as some certainly will, whether in English or the mother tongue), the 
students must be prepared to summarise and re-present what they have read, 
perhaps also translating from the mother tongue into English. 

At some point the groups will have to report back on their research to date 
and also to agree what their final product will look like. It is assumed that this 
will be a brochure or booklet of some kind, consisting of text and illustration, 
which will be attractive enough for someone to want to read (e.g. students from 
another class). The students will then have to do a good deal of writing up and 
editing of their material. If they are asked to work within the constraints of a 
certain length (sixteen pages), they will probably have to doa certain amount 

of summarising. They will have to do some thinking about the actual 
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presentation of their material. so that the end-product does look attractive. All 
this — apart from providing a framework for integrating skills — will make 
writing a motivating activity. 

Your involvement throughout will be important but mainly as a 
consultant, as for other forms of group activity. The students should be 
encouraged to ask for your advice (for example, where they can find relevant 
reference material. In some class situations you may actually have to provide 
it) and for your help with their English (depending on their level and the extent 
to which you want them to rely on themselves). The responsibility for the final 
product must of course be their own. 


The suggestions for projects below have been roughly grouped under headings 
but inevitably they overlap. 


(a) ‘Newsmag’ 
This is a long term project, perhaps extending over the whole of the school 
year, which involves researching (e.g. visits to newspaper offices, reading 
about the history of newspapers and magazines) and writing material for a 
hybrid product — a combination of a class newspaper and magazine. Items 
to be included are articles, creative writing, reviews, fun features 
(crosswords. puzzles, jokes), ads, special topic areas (e.g. sport) and 
illustrations. Even if you omit the outside visits, which would be primarily 
of educational interest unless you have access to English medium 
newspapers, the advantage of this project in the English language 
classroom is that it has something to offer everyone in the class. 


Projects that could be done mainly through reading (in and out of class) and 
sharing of knowledge 

Food, analysed in the previous section, could be done mainly in this way. 
Some other topics are: 


(b 


— 


— time 

— money 

— transport 

— uses of materials (e.g. plastic, paper, etc.) 

— clothes 

Projects that could be done mainly through interviewing family and friends 
— eating habits 

— leisure (perhaps subdivided into sport and hobbies) 


(c 


— 


— TV viewing habits 
— shopping habits 
(d) Projects involving real or imaginary planning 
— developing facilities in one’s town (see 5.5.2 (a)) 
— developing an imaginary island 


— planning an imaginary trip to the moon, down the Amazon, across the 
Sahara, etc. 
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8.3 
Skill sequences 


8.3.1 
Oral work leading 
to guided writing 


INTEGRATED SKILLS 


— planning an ideal town, shopping centre, house, school, club, 
recreation ground, etc. 


In real life we do not use language skills in any set order — certainly not in the 
order that they often appear in textbooks: listen > speak — read — write. We 
use skills as and when we require them. For example, we see an ad in the paper 
(for a job or a holiday); we may talk about it to someone or ring up or write a 
letter about it. (We may of course simply forget about it!) This ‘chain’ of 
activities could go on — and on! Importantly, however, it can provide a model 
for integrating skills in a realistic way at a post-elementary level and, 
incidentally, provide natural contexts for writing. Once the mechanism for this 
is understood, it is not difficult to set up a chain of activities in this way. 


In this example, a conversation provides the setting for a note-taking task, 
which the students perform simultaneously with the ‘characters’. They are then 
shown how these notes were used to write a notice, which was the reason why 
the notes were made, and are subsequently asked to write a second notice 
themselves. Thus all four skills are practised in a fully integrated way. 


1 Bill Halliday and Jane Stokes, his girlfriend, are planning to go on holiday 
together. They want to travel round Britain together because Bill, who is an 
Australian, has not seen much of the country. They are in Jane’s flat and they 
are talking about their plans. 


JANE: ... Well, I don’t want to go by train. But why don’t we hire a car? 

BILL: Hm, it’s very expensive, you know. And you can’t drive!... But 
you've given me an idea! Perhaps we could get a van. 

JANE: You mean buy one? 

BILL: Yes, a secondhand one. One of those big ones. 

JANE: But, Bill, they cost a lot . . . and besides, there are only two of us. 

BILL: Look, we only need about six people. You, me, and four more. We 
can share expenses. It’s a marvellous way to see the country — 
camping, staying in hostels... 

JANE: Mm, but how do we find four people? Put an ad in the paper? 

BILL: No, too expensive. Listen, I'll put a notice up on the board at college. 
There’s one near the bookshop.* And what about that newsagent’s 
near the record shop? They have ads in the window. 

JANE: OK, then. Well. I suppose we ought to make some notes .... 


la Bill and Jane continue to talk.** Jane makes notes. Listen, and make a note 

of the important points. 

JANE: Right, here’s some paper... anda pen. Ill make the notes. 

BILL: OK. Well, first... must be able to drive. After all, you can’t and I 
don’t want to drive all the time! 

JANE: ... has to be able to drive. And we want people who like a simple 
life. After all, we're going to camp and stay in hostels. 

BILL: Yes. definitely no luxuries! Have you got that down? 


* Bill works in a college bookshop and Jane works in a record shop. 
**The students hear the conversation which follows. 
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2 This is the notice which Bill put up 


JANE: Hang on! Yes, and another thing ... they ought to share the cooking 


too. I’m not going to do it all! 
BILL: Should be able to cook, then. Right. What else? 
JANE: Shall we tell them about the cost of the trip? » 
BILL: Mm, yes. Let`s say... about £25 each. Plus expenses. 


JANE: ... £25 and share all expenses. What about age? 
BILL: Good point. How about ... eighteen to twenty-five? And not all 
English! 


JANE: Or Australian! So... eighteen to twenty-five . . . any nationality. 
That should encourage people. 

BILL: ...Do you think that’s all? 

JANE: Can't think of anything else. We've got quite a few notes. 

BILL: OK, then. I'll write out the notice for the board at college. 

JANE: ... And I'll do the one for the newsagent’s . . . 


on the college noticeboard the you! you! You! awp you! 
following day. ARE YOU BETWEEN /8 AND 257 
CAN YOU PRIVE ? 


7 
Stokes took to the newsagent’s. CAN TOP EOAR: 
Her telephone number at the | AM TRYING TO ORGANISE 
record shop is 874 9192 and her A FOUR WEEK TRIP ROUNP 


number at home is 675 3245. BRITAIN IN A VAN 


2a Now write the notice which Jane 


PLACES FOR FOUR MORE PEOPLE 


¥ ANY NATIONALITY WELCOME! 


x% No LuxyuR ES! 

X SHARE ALL EXPENSES! 

4 SMALL CHARGE: £25 each 
ConTACT: Bul Halliday 


College Bookshop 


1a Terry Barnes, a teenager’, is getting tired of his 


job at Holford Natural Products, so he decides 
to look for a new one. He sees these ads in The 
Holford News. 


Personnel Manager, HNP, Holford. 


LAB. ASST. 16-21. Prev. exp. desirable. Gd. prospects 
for right person. Trafalgar Tobacco Co. 
Holford 7997 Ext. 5. 


JUNIOR ACCOUNTS CLERK to work for Eastern 
Bus Co. 5 day wk. 9-5.30. Prev. exp. not essential. 
Typing an advantage. Apply in writing. 


SHORTHAND TYPIST 


“The students have background information about Terry from another part of the story. 


— 


In this example, the sequence opens with a reading activity. It includes guided 
as well as free speaking and writing tasks. It should be noted that, at the end of 
the sequence, the students themselves decide what happens. 
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18 Terry first rings up the Trafalgar Tobacco 
Company. Listen to his conversation with the 
secretary. 
secRETAaRY: Extension 5... Mr Platt’s 

secretary. Who's speaking, please? 
TERRY: Oh, my name’s Barnes. l'm ringing 
about that vacancy you advertised 
in The Holford News... 
SECRETARY: Which one was that, now? Was it 
for alab assistant? 
TERRY: Yes, that’s right... 
SECRETARY: Well, I’m afraid we've already filled 
that vacancy. l'm very sorry. 
TERRY: Oh, well, thanks very much. 
Goodbye. 
SECRETARY: Goodbye. 
1c Terry next rings up the Eastern Bus Company. 
He is told by the secretary that the job is still 
available, but that he must apply in writing. 
Suggest what they actually said to each other. 


2a Complete this letter which Terry writes to the 
Eastern Bus Company. 


July 10 


Dear Sir, 


I am writing to apply for the too of Junior Accounts 


Clerk, which was advertised in The = 


Now says = how old you are 

DOW Sea 2 
- where you are working 
- what job you do 


= whether you have had any previous 
experience of acccunts 


- whether you can tyre 


My former class teacher at Holford Comprehensive, 


yr T Newnan, will send you a reference if you reguire one. 


28 This is the letter which Terry got from Mr 
Davis, the manager of the Eastern Bus Company. 


Dear Mr Barnes, 


Thank you for your letter of July 10. I should like 


you to come for an interview on Friday July 23 at 10.30. 


Could you please telephone ay secretary and confirm this. 


Yours sincerely, 
S. Daves 


S. Davis. 
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2c Terry phones Mr Davis’ secretary. He explains 
why he is ringing and confirms that he can 
come. Suggest what Terry and the secretary 
said to each other. 
3a Terry is being interviewed by Mr Davis. 
Suggest what Terry said. 
mR Davis: Right, Terry. Sit down. Tell me 
something about yourself. 
TERRY; vevseveeserensees 
mR Davis: And how long have you been in your 
present job? 


TERRYS . Smolen aA 

MR DAVIS: Oh! I’m surprised you want to leave, 
then. 

TERRY. | arete 


MR pavis: Well, l’ve had a word with Tom 
Newman. But I'd like to speak to 
your present employers. Is that all 
right? 

TERRY... aratati 

mR Davis: Well, thanks very much for coming 
along. We'll let you know sometime 
next week. 


TERRY: ——caceceeneeeserers 


3B Mr Davis finally decides to offer Terry the job. 
This is the letter he wrcte. 


Dear Terry, 


I am pleased to be able to offer you the job of 
Junior Accounts Clerk at a starting salary of £100 a week. 
Would you please confirm that this is acceptable. 


Can you also let us know when you would be free to start? 


Yours sincerely, 


S Davi 


Sam Davis. 


3c Write Terry's reply, accepting or declining the 
job. 

4a The following week, Terry meets Carol Davis, 
a girl he was at school with. She is the 
daughter of Sam Davis. Terry tells Carol what 
oe been doing recently. Suggest what he 
said. 


48 Afterwards, Terry realises that he ‘quite likes’ 
Carol. He decides to write to her. Write the 
letter which he sends her. 


4c Write Carol's reply. 
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8.4 

Simulations as a 
framework for 
writing activities 


8.4.1 
Devising a 
simulation 


INTEGRATED SKILLS 


Many of the writing activities proposed and discussed so far have involved an 
element of roleplay. That is to say, the students are asked to assume the parts 
of different characters. (See, for example. 5.5.1 and 8.3). The use of 
simulations enables us to take this kind of work a stage further both by 
providing a framework for integrated language work in which the learners 
themselves provide a larger ‘input’ of the data from which the writing activities 
are derived and by allowing them, where this is appropriate to the situation, to 
be themselves within a defined setting. This latter feature has an obvious 
advantage when we are working with groups of learners who share certain 
professional skills and interests and who are learning a foreign language with 
these primarily in view, since motivation will be increased through the 
utilisation of their specialist knowledge. With non-specialist groups, however, 
whether adults or adolescents, we shall probably have to continue to rely 
largely on roleplay, although we may be able to introduce a certain amount of 
role simulation, where the learners react to the task as themselves. For 
example, in the simulation described in 8.4.2 below, some students ina 
secondary school class can play the part of teenagers, while others will be asked 
to take on adult roles. For our present purpose, what is more important is the 
extent to which the activities which they are asked to carry out generate 
meaningful and relevant opportunities for writing. At this level, simulations 
would seem to be ideal, providing guidance, in the form of a well-defined 
setting, which gets as near to real life as we can hope to in the classroom, as 
well as motivation for executing the writing tasks. 


While care must be taken with the construction of a simulation, especially if we 
want to ensure that it leads naturally to certain writing tasks, this need not be 
viewed as a complex task. By definition, the simulation will involve the 
discussion of a specific problem or set of problems, and the context within 
which this takes place must be clearly defined for the learners. To do this in a 
natural way and, no less important, to activate all the language skills, we must 
provide the learners with an adequate amount of background information. 

Thus, in the simulation described in 8.4.2, the problem to be discussed 

relates to the Holford Arts Centre, which has been criticised for failing to 
provide the public with the right kind of cultural programme. In addition, to 
add an element of spicy interest to the situation, the Centre is also accused of 
allowing certain ‘undesirable happenings’ to take place on the premises. The 
setting is a public meeting, at which invited speakers as well as members of the 
public discuss these problems. It is left to the participants, through what they 
say within the limits of their roles, to decide on these issues. Thus the speakers 
themselves provide the raw substance for the writing activities. 

To establish the setting, there is a certain amount of background 
information, devised by the teacher, which consists of material both to be 
listened to and read. The other component contrived by the teacher is the 
specification of the roles of the participants. This is done through role cards, 
which either define or suggest, depending on the role to be played, the line to 
be followed by each participant. We may also, either on the role cards or 
through a preliminary oral briefing, help the learners with certain items of 
language which they can use in the discussion. 

The simulation described in 8.4.2 is perhaps a little different from most 
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because it has been deliberately structured to create a variety of writing tasks. 
At the start, when the public discussion opens, we have two kinds of 
performers. There are those who speak at the meeting. Some of these have 
clearly defined roles, to give the discussion a certain direction, while others 
have a more open-ended involvement, thus ensuring that the outcome is by no 
means predictable. There are also those who listen with a view to reporting the 
proceedings from various angles. For example, they represent the press, the 
radio and certain pressure groups. However, those who speak in the discussion 
are subsequently ‘recycled’ in various ways so that they too have a writing task 
to perform. This, to some extent, is a question of expediency, since the purpose 
of the simulation is to involve everyone in the class, for which an average size of 
thirty has been assumed, in some form of writing activity. 


(a) Background information 
(i) This is a street map of Holford. 


| 
| HOUSING ESTATE 


\ 


CORPORATION STREET 


| ® The Country Kitcher 
i @ hoitord arms 
| © The Holford News Office 


j © Eastern Bus Company 

i ® Station 

| ® une 

©) Trafalgar Tobacco Company 


® Holford Wanderers 
Ground 


(ii) This is an entry in the East Anglia Guides. 


Holford Population: 60,090 Cambridge 62 
London 103 

A pleasant market town situated on the River 
Ho!t. Mainly agricultural. Good walking country. 
Places of historic interest: Holton Abbey (1122) 
and St. John’s Church (1237). Other places to 
see are the new Shopping Centre (1969) and the 
Holford Arts Centre (founded in 1975). Indus- 
tries include: cosmetics, tobacco and light 
engineering. 

Hotels Holford Arms, Marden Hotel and Penridge Inn. 
Restaurants Holford Arms and The Country Kitchen. 


(iii) This is an extract from an article on Holford which appeared in The 


Cambridge Gazette. 


... Like many other towns in 
this part of the country, 
Holford is ‘on the move’. 
There are new factories and 
offices as well as a fine shopping 
centre, which was built in 1969. 
And, with the large new hous- 
ing estate on the north side of 
the town, Holford has begun to 
spread out into the surrounding 
countryside. 


Industry has brought pros- 
perity to Holford, although 
many people argue that it has 
already begun to spoil the es- 
sential character of the town. 


INTEGRATED SKILLS 


Some even say that there is too 
much money around in Holford 
and not enough culture. 


This last criticism is strange 
in view of the fact that Holford 
has a flourishing Arts Centre. 
Set up in 1975, largely on the 
initiative of a few dedicated 
individuals, it has already given 
Holford several fine produc- 
tions, including Pinter’s The 
Caretaker. It has also made a 


documentary on the theme of 


racial integration which was 
well received at a national film 
festival. ... 
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(iv) This is a conversation between Dan Graves, senior reporter on The 
Holford News, and Ted Raines, a young local farmer. 


TED: Are you sorry you came back to live in Holford, then, Mr 
Graves? After all those years in London, I mean. 

DAN: Sorry? No, not for a moment. I was glad to escape from the 
place! 

TED: Still, you must find it all changed... 

DAN: Well, yes, it certainly has changed . . . all these industries for a 
start. But at least people have plenty of work these days. And 
the facilities are so much better. After all, there aren’t so many 
towns that have a shopping centre like ours. 

TED: But there’s not much going on, is there? Don’t you find it rather 
dull? 

DAN: But there’s a lot going on! Just take the Arts Centre, for 
example. 

TED: Yes, that has attracted quite a lot of attention lately! 

DAN: Mm, I don’t think people understand what they’re trying to do 
there. 

TED: Well, personally, I don’t see the point of it. After all, we have a 
perfectly good dramatic society already. 

DAN: That’s exactly what I mean! It’s not just a bigger and better 
dramatic society... 

TED: Some people say it isn’t better! 

DAN: ... they do lots of other things down there... 

TED: Hm, so I've heard! 

DAN: I suppose you're coming to this meeting on Friday night, aren’t 
you? 

TED: Oh yes, I'll be coming along to that all right. I like listening to a 
good argument! Besides, I can take a look at the place at the 
same time. 

DAN: Yes, you certainly should try to find out more about the place 
while you're there .. . just what they do and don't do. As for all 
this talk about .... well, I just think it’s a lot of... 
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(y) This is the notice inviting people to a public meeting at the Holford Arts 
Centre. 


HOLFORD ARTS CENTRE 
A public meeting will be held at the centre 
on Friday June 16 6.30 pm 


Ail those interested in discussing the activities of the 
centre are cordially invited to attend 


S. Davis (Chairman) 


(b) Briefing 


After the presentation of the background information, involving both 
listening and reading and perhaps also including some related oral work, 
the students are ready to be briefed about the problem to be discussed and 
the various roles they have to play. 

The public meeting is intended in the first instance to give Tony Cross. 
the director of the Arts Centre, a chance to explain what their work is 
about. At the same time. a lot of public criticism is expected. It is 
anticipated that this will centre on two main issues: 


(i) that the Centre does not give Holford the right sort of ‘cultural’ 
programme: 

(ii) that the Centre is frequented by teenagers, who go there to misbehave 
in various ways. 


As explained in 8.4.1, this simulation has been structured so as to include 
‘speakers’ and ‘reporters’. The speakers (see ‘Role cards’ below) are as 
follows: 


COUNCILLOR SAM DAVIS: Chairman of the meeting 


T CROSS: Director of the Arts Centre 

K RIXON: Principal, Holford Comprehensive 

G S POTTERTON: Secretary, Holford Amateur Dramatic Society 
JTAYLOR: ’ Youth Welfare Officer 

M PLATT: student at Holford Polytechnic 

K FOSTER: student at Holford Polytechnic 


All of these have well defined roles. In addition, there are five adult 
roles and five teenage roles, representing the public present at the meeting. 
The number can be increased or reduced according to the size of the class. 
These roles are more open-ended. 

The provision for reporters (that is, those who will listen during the 
discussion and make notes) is as follows. Two students share each role and 
collaborate afterwards on the writing task. This is also a way of ensuring 
maximum class involvement. 


LBARON: reporter on The Holford News 

TJENKS: reporter on The Cambridge Gazette 

J WISEMAN: reporter for East Anglia Radio 

WTRAILL: representing Holford Comprehensive School magazine 
TSMITH: representing Holford Amateur Dramatic Society 

J STOTT: Youth Freedom Movement 

PBLAKE: Secretary to the meeting 
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(c) Role cards 
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Assigning the various roles to the students also forms part of the briefing 
session. The role descriptions below illustrate only a cross section of the 
parts played by the students, except for the reporters, which are given in 


full. 


Main speakers 


e by asking que 
ions. Make suret 
fashion. At th 
further action ne 


participat 
their opin 
an orderly 
decide what 


eds to be taken. 


TCROSS 

As Director of the Holford Arts Centre, your 
main task is to explain its work and to refer to 
some of its achievements since it was set up. 
Do this concisely. You should stress that 
putting on plays is only part of the Centre’s 
work and that you are not in competition with 
the Amateur Dramatic Society. Refer to 
accusations which have been made against 
the Centre (for example, you may read an 
anonymous letter you have just received) but 
maintain that there is no truth in them. 


miration for the work of 


You may expr H ou must 
R . However, you g 
eneral difficulty in 


You wo 


ntre in putting on really 


popular plays. 


K FOSTER 
You are a member of the Arts Centre and one 


of its strongest supporters. Like many other 
students at the Polytechnic, you have been 
able to do a lot of things through the Centre 
which otherwise would not have been 
possible. Give some examples. If you wish, 
you may also dissociate yourself from some 
of the things which have been done there. 


Members of the public 


S JAMES 


You are a teenager who recently left Holford 


Comprehensive. You believe that the Centre 
does little to help people of your age and you 
would like to see more money spent on 
improving the facilities of the Youth Club. 


r at Holford 
ined a great deal 


M BRIDGES 

On the whole you approve of the Arts Centre 
and think that it does good work. However, 
you do not like the way the director runs the 
Centre: he is too autocratic. You think that 
there should be a committee, with members 
of the public on it, to decide policy. You also 
believe some of the stories about what goes 
on in the Centre: your teenage children talk 
about it all the time. 


rove of the Arts 
re 
y which 


dthatit ao a Holford in other 
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L BARON The Holford News, your 
. nt of the 


P BLAKE 


es el as syed to the meeting, is to 
ncise but accurate re ' 
; porton th 
Ue aE to serve as a record for future ° 
a you are not sure of any point 
atthe meeting, you can it wi 
' check it 
the speaker concerned afterwards. we 


hee itis li agers will 

meeting It Is likely that teenage 

Or icine in the light of what Is ane 
arious members of the public you eas : 

v ige what action to take. For examp P ELE 

deci ite a letter to the editor A a a aN eee ee reer 


want to wri , : iti TE S 
ga ws. Alternatively, or In addition tO | Holford Comprehensive School magazine. In 


Iford Ne l . : 
Seat the letter, you May Cora o your account, you should focus in particular 

ublic protest on behalf of youth be : : on matters which concern teenagers. You are 

P you will have to write also very ambitious, and you would like to be 


For this purpose, Y 
notice for public display. 


slogans. 


and perhaps SOME | a reporter when you leave school. You hope 
that the account you write will catch the 
attention of the editor of The Holford News, 
to whom a copy of the school magazine is 
sent. 


SMITH 
ss ae ss E ofGS Potterton, 
i da close i 
eee vetermined that the nee ne 
: i i hearin . 
i wider 
Society will emer task is to write either . J WISEMAN 
iener toine a Giir P e As a reporter for East Anglia Radio, your main 
letter to the e to be sent to members of the task isto o ast Anglia Radio, you 
circular ae letter make appropriate pirk which will appeal to listeners of East 
to ro peas — ee ae One, a lively lunch-time programme 
peso ot news and views. In this connection, you 


may also wish to interview, for example, the 
Director of the Centre after the meeting. 


T JENKS 

As a reporter for The Cambridge Gazette, 
your main task is to write an account of the 
meeting for next week’s edition. Make sure 
that you include the main points. Personally, 
you would like to see an Arts Centre, similar 
to the one in Holford, in Cambridge and you 
should therefore draw attention to its 
achievements and play down or ignore some 
of the criticisms of the Centre. 
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8.4.3 
Exploiting the 
simulation for 
writing tasks 


Discussion 


INTEGRATED SKILLS 


The main purpose in describing the construction of this simulation in detail and 
in particular showing the ‘input’ required from the teacher was to demonstrate 
that it provides a powerful framework for a variety of writing tasks. For 
example, before the meeting, those who have been invited to speak will want 
to make some notes on what they propose to say. At this stage, to ensure the 
involvement of the whole class, it is suggested that the reporters should look at 
various kinds of writing relevant to their tasks. For example, news reports, 
letters to the editor, notices. etc. 

While the simulation is actually taking place, everyone is fully occupied, 
either in speaking or in listening and taking notes. After the simulation, the 
reporters are engaged in writing up their various accounts. 

At the same time, however, we have to provide writing activities for those 
who spoke at the meeting. Clearly this will depend to some extent on the actual 
outcome of the meeting, which is by no means predictable, but, as a general 
guide, activities along these lines are suggested: 


(a) The chairman of the meeting may be asked to work with the secretary on 
the task of editing and writing up the formal account of the meeting. 


(b) The Director of the Arts Centre (depending on the outcome of the 
meeting) may either write his letter of resignation or work out a new style 
programme of activities for the Centre. This may be done in collaboration 
with, for example, one adult and one teenage member of the public and 
with one of the students from the Polytechnic. 


(c) The Youth Welfare Officer, together with the Principal of Holford 
Comprehensive and two or three members of the public, including 
teenagers, may be asked to draw up a proposal to improve the facilities of 
the Youth Club. 

(d) The Secretary of Holford Amateur Dramatic Society may work with his 

representative at the meeting on the letter to The Holford News or on the 

circular letter, depending on which task is taken up. 

One student from the Polytechnic. together with two or more members of 

the public, may draw up their proposal for a revised Arts Centre 

programme, to be submitted to the Director for consideration. 

(f) Other members of the public, adults and teenagers, may be asked to write 
either letters to the press or ‘anonymous letters to various people, such as 
the Director of the Arts Centre or the Secretary of the Amateur Dramatic 
Society. making accusations against them. 


— 


(e 


It should be clear that there is no difficulty in devising interesting writing tasks 
for everyone in the class. All of these tasks derive quite naturally from the 
simulation. The result of this is that we end up with a considerable body of 
material, produced by the students themselves, which can be read aloud or 
circulated round the class and which is of real interest to everyone. 


1 Do you agree with the importance attached to skill integration at this level? 
If you disagree. can you suggest other ways of ensuring that writing activities 


are purposeful? 
2 Examine any textbook of your own choosing to see what attempt is made to 


integrate skills at this level. Consider in particular whether writing follows on 
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naturally from the other activities. especially oral work, or whether it tends 
to be presented as a homework task. 

Can you see any problems arising from the suggestions for project work in 
8.2? Do you think the advantages outweigh these? 

Do you think the simulation outlined in 8.4 provides sufficient guidance for 
the writing activities involved? If you wanted to give the students more 
guidance, how would you do it? 

Which of the different types of activity suggested for integrating skills do you 
find most attractive? Why? 


we) 


A 


Un 


Exercises 1 Examine any textbook to see what provision is made for project work. Could 
some of the activities suggested be developed into small projects? 
2 Draw a chart similar to the one on page 97 for any of the topics suggested in 
8.2.2 (a). 
Show how you would present and develop for classwork any of the 
suggestions in 8.2.2 (a). 
4 Analyse the sequence of activities in 8.3.2, following this model. This will 
help you to understand the underlying mechanism. 


we) 


| TEXT OUTLINE OF CONTENT SKILL 
Ad TB reads ad in Holford News Reading 
| Dialogue TB rings up Trafalgar Tobacco Co Listening 


Now construct a similar sequence of your own. This may be much shorter 

than the one in 8.3.2. 

Write role descriptions for other speakers in the simulation in 8.4. 

6 Suggest some alternative roles for the ‘reporters’ in the simulation in 8.4, 
together with related writing activities. 


wa 


References 1 On integrated skills see D Byrne (1986) Ch. 11 and A Matthews et al (eds.) 
(1985) pages 32-4 and 126-40. 

2 For project work see D Byrne (1986) pages 133-7. This section also contains 
more information about ‘Newsmag’. Suggestions for developing an 
imaginary island are given in A Matthews et al (1985) pages 126-31. A 
useful book on project work generally is D Waters (1982), from which the 
chart for Food on page 97 has been adapted. 

3 For skill sequencing see D Byrne in K Johnson and K Morrow (1981). The 
first sequence in 8.3.1 is based on D Byrne and S Holden Going Places 
(1980); the second sequence on D Byrne and S Holden Jnsight (Longman 
1976). For material based on this model see D Byrne and S Holden Follow It 
Through (Longman 1978) and Going Places (Longman 1980). Also R White 
Write Away (Nelson Filmscan 1987). 

4 On simulations see K Jones (1982). For a simple introduction see D Byrne 
(1986) pages 125-8. The simulation in 8.4 is based on D Byrne and S Holden 
Insight (1976). Comparison with the original material will show how 
textbook material can be adapted for this purpose. 
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9.1 
Problem areas 


Writing at the post-intermediate 
level 


It is often assumed that, once the learners have acquired a reasonable 
proficiency in written expression, further practice in this skill can be given 
mainly through tasks in the form of some kind of ‘composition’ or ‘essay’. The 
students are given a topic or a theme and are expected to express themselves at 
some length on it in order to demonstrate their ability to write. It might seem 
that, having avoided this type of activity at earlier stages of the programme, we 
are obliged to fall back on it at this level in order to give the learners extensive 
practice in their hard won skill. 

Since compositions and essays are still a feature of many public 
examinations, clearly we should not deny the students some preparation for 
this type of task. This aspect is considered in 9.3. We must also attempt to see 
what skills are practised through this kind of writing and whether the same 
skills can be more effectively practised in alternative ways. At the same time, it 
would be wrong to accept this kind of writing activity as one of the main 
outcomes of the writing programme. For one thing, it is a form of writing which 
is rarely practised outside the classroom or examination hall. One needs only to 
ask: when did I last write an essay? Besides, for most of us, it presents an 
extremely difficult task, even in our mother tongue, and even more so if we are 
asked to do it against the clock. There would seem little point, therefore, in 
inflicting this type of writing activity on the foreign language learner, whose 
proficiency in writing is unlikely to match the task. 

It was noted above that we would need to consider alternative ways of 
developing skills practised through composition and essay writing. These we 
may assume to be particularly those skills involving the ability to organise ideas 
in a sustained piece of writing. But organisational skills, which certainly need 
further practice at this level, can be equally well developed through activities 
which involve some realistic form of expression, such as letter and report 
writing. Reacting to a situation through writing, for example, a letter of 
protest, will require argument, while the marshalling of relevant facts to 
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support this argument will involve organisational skills. Unlike composition 

writing in the traditional sense, however. the learners can be more fully 

involved in this type of writing task, through some kind of roleplay, and can 

appreciate its relevance to real life. In terms of developing writing skills, 

therefore, the learners’ needs can be fully met through further practice in letter 

and report writing. 

Composition and essay writing also provide opportunities for what is often 
called ‘free expression’: the learners are allowed to say what they like on a 
given topic or theme. While it is true that at this level control of what the 

learners write (except for remedial purposes, see 9.2) would be inappropriate, 
we still have the responsibility for providing them with an adequate context for 
writing activities. Ideally, this kind of framework should be provided through 
activities such as the simulation described in 8.4, which have the further 
advantage of fully integrating all the language skills. In practice, because of the 
shortage of class time. we may have to be satisfied with much less. It is stressed, 
however, that writing tasks should not. simply for the sake of convenience, be 
divorced from other classroom activities which involve listening, speaking and | 
reading. The link with reading is the most easily established, and of course 
commonly practised at this level, if only in the form of asking the students to 
write about something they have read. but the close association of speaking | 
and listening with writing is less common. Yet a class discussion, for example, 
can provide an excellent springboard for writing activities: ideas have been 
discussed, points of view expressed and, what is especially important, interest 
in the topic has been aroused. All this, especially if the learners have been 
asked to make notes during the class discussion, can lead on quite naturally to a 
variety of writing activities in the form of letters, reports, newspaper articles 
and so on. Similarly, project-type work, carried out in small groups over a 
period of time. provides excellent opportunities for skill integration. The 
learners have to discuss the content of the project and invariably have to doa 
considerable amount of reading for it, while the writing up of the project is in 
itself a purposeful activity. 

The possibility of individualising writing practice was noted in 1.6. At this 
level, as the learners become increasingly aware of how writing may relate to 
their future needs (for example, for occupational purposes, for academic study 
or perhaps only for personal communication), motivation can be increased by | 
paying particular attention to these. If, for example, a group of students in the 
class express a particular interest in learning commercial correspondence, 
because they feel that this is the type of writing which will be, or is most likely 
to be, of relevance to them, even the setting of fairly formal tasks becomes 
more acceptable. Needs for individualised writing practice can to a large extent 
be met through the use of self-instructional material, with the students working 
together in pairs or groups. 

A final point to keep in mind is that, as we allow the learners increasingly 
more opportunities for self-expression through writing, we must view what 
they write as attempts to communicate something. We owe it to the students, of 
course, to correct and evaluate their work to the extent that this will improve 
their performance especially in examinations, since these are often weighted in 
favour of written skills, but it would be wrong to destroy both their interest and 
confidence in writing through excessive correction. One thing we can do is to 
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separate tasks which are designed to improve their examination performance, 
and which therefore can be viewed more critically, from those intended to 
develop communication skills on a broader basis, such as the activities which 
formed part of the simulation in 8.4. For these in particular it is important that 
the teacher should not be the only consumer and, in the classroom situation, 
this means that the students should be writing for one another. This element of 
having something to communicate to somebody is naturally present in activities 
like simulations and projects: because there is a diversity of task, the students 
are genuinely interested in knowing what others in the class have written. And, 
because of their involvement in the activity, they are likely to be as critical of 
what has been written as we would ourselves. The difference, however, is that 


they react as readers rather than as judges. 


(a) Provision should be made for remedial work. 


It is suggested in 9.2 that one way of doing this is using a functional 
approach to writing skills. This component of the writing programme will 
also ensure that the learners are given further help with the problem of 
organising their written expression at the level of content. 


(b) Opportunities for free expression should be increased. 


This does not imply, however, that the learners should simply be set tasks 
for writing, in the form of topics or themes. It is suggested that a 
framework for writing activities should be established through the use of 


activities like those in Chapter 8. 


(c) Writing activities should be in the form of realistic tasks such as report and 
letter writing. 
Most of these formats for writing practice have been only superficially 
explored at previous stages and there are therefore opportunities for 
dealing with these in depth at the post-intermediate level, instead of 
resorting to some type of essay writing to give extended practice in writing. 
Proficiency in specific varieties of writing may also be developed to take 
individual needs into account. It should be kept in mind that this aspect of 
the writing programme must be supported by exposure to appropriate 
models through the reading programme. 


(d) Examination requirements should not be neglected. 
Other components of the programme will ensure that the learners continue 
to extend their range of writing skills but, to the extent that mastery of 
specific forms of writing, such as essays, is a feature of public 
examinations, these needs must be taken into account. 


It is inevitable that some remedial work will become necessary at this stage. 
While it is possible to select and repeat certain activities from earlier stages of 
the programme, the adoption of a functional approach to writing skills has 
certain advantages. In general, it can be used to give a new slant to the 
programme, so that familiar ground can be explored in a new way. The same is 
no less true of oral skills, where a similar need is likely to be felt. Thus, whereas 
at previous stages, reinforcement activities may have focused mainly on 
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structural items. we can now, for the purpose of remedial work. review these 
items under the umbrella of particular language functions, such as expressing 
requests, suggestions, invitations, etc. It is not suggested that all this will be 
totally new to the learners; it is the systematic treatment of these functions. 
bringing together language which the students have already mastered, which is 
likely to be different. In particular, however, it will enable us to explore in 
greater depth other functions, which occur typically in longer stretches of 
language, such as comparing and contrasting, generalising, exemplifying, 
defining See the Appendix, Section A for a comprehensive list of these. 
Mastery of these functions will be especially valuable in helping the students to 
organise their written expression. 

An example of a unit of work, dealing with comparison and contrast. is 
given in 9.2.1. While it is not suggested that the content is suitable for all types 
of learners, the procedures are likely to be of general validity. Thus, the 
students are first exposed to a text which exemplifies the various items of 
language needed to express comparison and contrast. Their attention is drawn 
to the key items. which include some alternative forms, although it is not 
suggested that the students are being given any more than a ‘basic kit’. Asa 
second stage, they are given opportunities for using these items orally, so that 
they can explore their use in a fairly flexible way. At this stage, certain 
difficulties show up which were not perhaps anticipated through the reading 
text. Finally, the students are given an appropriate writing task, which shows 
how the function of comparison and contrast relates to a specific 
communicative purpose. 


(a) Study the language of comparison and contrast in the report below: 


KEY LANGUAGE 


0 ra ee I ah 
REPORT ON EXHEAD AND PORTSEA 


in many ways/in 
some respects/to 
some extent, alike/ 
similar, both, each, 
like, similarly/ 
likewise/in the 
same way, but, 
dissimilar/different/ 
unlike, compared 
with/in comparison 
with, while, on the 
other hand, unlike, 
difference between, 
however/in 
constrast/on the 
contrary 


Exhead and Portsea are two towns on the 
south coast which are im many ways very 
much alike. They are both old towns and 
each has a large harbour. 

Like Portsea, Exhead has a population of 
approximately 120,000. It also has a growing 
number of local industries. Similarly, Portsea 
is expanding on the industrial front, too. 

But in other respects the two towns are quite 
dissimilar. For one thing, compared with 
Portsea, Exhead is a much more attractive 
place. For this reason it is a popular holiday 
resort in summer, while Portsea, on the other 
hand, attracts very few visitors. 

Unlike Portsea, Exhead has extended its 
hotel facilities because of the tourist trade. 
One striking difference between the two 
towns is that Exhead has located its new 
industries on an estate outside the town. In 
Portsea, however, there are even factories 
near the harbour. 
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(b) For the next stage, the students are given a bio-data cue-sheet and work in 


pairs, contrasting and comparing any two of the people described. For 
example, they make statements like: /n many ways, J H Smith and A P 
Wheeler are very much alike. They were both born in 1939, they are both 


married, etc. Or: Compared with Michael Webb, Andrew Wheeler is a rich 


man! 


Notice that, at this stage, the students have to identify the points of 


comparison and contrast, as well as use the appropriate language. 


1 7 
Name John Henry Smith 
Date cf Birth December 6 1939 
Marital status Married 
2 children (1 son, 1 daughter) 
Occupation Teacher 
income £10,400 p.a. 
Car Ford Sierra (1983 model) 
Sports tennis, golf 
Other interests travelling, theatre, photogracry, 
chess, stamp collecting 
L 
2 pe 
| Name Michael Webb 
Date of birth December 12 1955 
Marital status Single 
Occupation Teacker 
Income £7000 p.a. 
Car Fiat Strada (1986 model) 
Sports None 
Cther interests dancing, travelling 
3 


Name 


Date of birth 


Marital status 


Occupation 


Income 
Car 


Sports 


Other interests 


Andrew Peter wheeler 

April 1 1939 

Married 

5 children (4 sons, 1 daughter) 


årchitect 

£18900 

Ford Sierra (1986 model) 
golf 


rhotography 


TEACHING WRITING SKILLS 


(c) For their final task. the students are given data in tabular form. They are 
asked to write a report on one of the cars in each of the two groups, 
recommending this car as the ‘best buy’. They have to compare and 
contrast this car with other ones in the same group. where this is 


appropriate. 
FIAT Panda VAUXHALL RENAULT FORD 
750 Nova TL Fiesta 950 
[Fece (2) 3390 4186 4805 4201 
Cubic capacity (cm) 769 993 1108 957 
Length (ft., in) 11 1 13 0 11 9 12 0 
No. of seats 4 4 4 4 
Mpeg. 45 37 48 40 
| Max. speed m.p.h. 78 89 89 85 
BMW 316 CITROEN ROVER VOLVO 
CX 20 216SE 240GL 
Price (£) 7795 9149 7509 8960 
Cubic capacity (om?) 1766 1995 1598 2316 
Length (ft., ine) 14 2 Ts 3 13 8 T518 
No. of seats 4 5 4 4 
M.pe& 26 23 32 21 
Max. speed m.p.h. 108 110 102 110 
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The main concern of this last section is to suggest some procedures which 
students can use when they have to cope with the task, which very few of us 
find easy, of producing a text in the form of a ‘composition’ or an ‘essay’ on a 
given topic, either in an examination or in a similar situation. That is, it is 
assumed that the students have no special motivation for writing about the 
topic and that they have not been given any special preparation for it through, 
for example, a class discussion, as suggested in 9.1. It should be noted, however, 
that we are not concerned with ‘recipes’ or ‘formulas’ for writing model 
compositions or essays but with procedures such as outlining, drafting and 
improving drafts. These form part of any writing task for which the students 
have not been helped with the actual structuring of the text they have to 
produce. For example. for the writing activities derived from the simulation in 
8.3, the students are given both the ‘content’ and the format (article, letter, 
report, etc.) which they have to use, but they have to organise the data for 
themselves. Many students in fact write less well than they are able to simply 
because these or similar procedures have not been sufficiently stressed. 

It is not claimed that there is any one way of going about the writing of a 
text (this was acknowledged in 1.1). What is important, however, is that 
students should appreciate the importance, for example, of making notes and 
drafting. They must accept that this is a normal part of writing. The fact that 
they cannot always do this when they are asked to write against the clock in an 
examination does not invalidate the procedures. 
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For the purpose of illustrating these procedures, a particularly uninspiring 
composition topic has been chosen: Describe a place which seems much more 
neglected and sad than when it was new. 

In attempting to write about a topic like this, we are immediately faced 
with two problems: who we are writing for, which, as we have seen, naturally 
influences how we write, and what to write about. In normal circumstances the 
first problem would never arise at all, since, outside the classroom, we do not 
write unless there is some reason for doing so. For this type of writing, students 
are often exhorted to ‘imagine’ a reader. This may to some extent be helpful if 
the students also think of the task initially as forming part of, let us say, a letter 
or a report. This at least gives them some purpose for writing about the topic in 
the first place and can serve to stimulate some ideas on it. And if the students 
are to ‘imagine a reader’, it had best be ‘other students in the class’, who are at 
least real for them. Students do tend to write better if they know that other 
people in the class are going to read what they have written. Hence the 
importance of having a display board of some kind in the classroom. 

In terms of procedures, then, our starting point is really the problem of 
what to write about: that is, getting some ideas on the topic. Understandably 
students often feel that they have nothing to say at all, although, if the task 
were preceded by a short class or group discussion, a number of ideas would - 
certainly be thrown up. In the absence of this. the students need to stimulate 
themselves and this can be quite effectively done by asking oneself questions 
about the topic and noting down any ideas that occur. As a first step, then, it is 
suggested that the students should: 


(a) List possible ideas. 
One idea very often sparks off another. In any case, most people find it 
helpful to get something down on paper. It is better than staring at blank 
paper! Making an ‘ideas’ chart (see 6.3.1 and 8.3.1) is one way of getting 
started, and it has the added advantage of being flexible. You can expand, 
link, number ideas in a way that is difficult if you are making notes in a 
conventional way. Here, for example, are the results of trying to decide 
which place to write about. 


Pa cn eee Y SA Hees 
factory siege 


fasic holiday 4 pe re pep 
used to & place (near beach old p 
produce: ein Heh ees food liked graeyare! 
m., bikes Sentimental ? 
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The writer plaved around with several ideas. House did not lead 
anywhere; farm did. but he decided that he was going in the wrong 
direction. Both theatre and factory had some potential, but in the end the 
writer decided that he could do more with hotel. However, he can easily go 
back and develop them later if he gets nowhere with hotel (and it is much 
easier to transfer ideas from one place to another by means of arrows). 


(b) Select and expand one idea. 


The writer has decided that he can do something with hotel on the basis of 
personal experience. Again, it helps to do this in chart form — perhaps 
merely expanding the first one if time is short. 


© 


PAST T PRESENT 
oe aa E eA 
Alway crowded A 
z: had to book months P jest PT, ti Qa) 
p 
n vod place \ (Went an Dead: (No one 
ie Sentimental spoke i meats) 


Pod aufi 


ah lee Z 
Used Any special reason! reason? (3 


Owner same: gronn 
old. too! 
n Maybe town /beachr 


(c) Make an outline. 


Not everyone finds it necessary or even helpful to make a plan or outline. 
For some it is inhibiting and prevents ideas from flowing. In any case, in 
some situations (such as the examination room) there may not be time. In 
that case, you can number the ideas in the chart in the order you think you 
would like to incorporate them in the text. This also ensures that nothing 
important is left out. 
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However, some 
students find making 
an outline helpful for 
organising ideas, 
especially for 
identifying and 
developing an 
opening and closing 
paragraph, which will 
make a great 
impression on the 
reader. Students 
should at least be 
taught how to do this, 
even if they do not 
make use of it every 
time they write a 
composition. 


(d) 

Write a draft. 

Writing a draft is a 
key stage in the 
production of a text 
and the students 
should normally be 
required to do this as 
a matter of course. 
The purpose of the 
outline in (c) is to 
provide a scaffolding 
for the draft version. 
However, students 
should not feel that 
they must necessarily 
keep to their outline: 
a piece of writing 
sometimes ‘takes off 
and goes in a 
completely different 
direction, and they 
may find it more 
productive to follow 
this new line of 


development. Generally, 


drafts should be written 
quite quickly — 
because they will be 
reworked and 
corrected afterwards. 
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fara | (intro) Went to Rowley recently - 


tire for 20 years - used to go with parents 


Para 2 Wanted to see Seaview lotel. Used to be 
best in tcun (new) & always booked up. Full of 
life: marvellous restaurant and dances. Owners 
arronged entertainments in garden for children. 


Para 4 Arrived in holiday season. Place almost 


erptu!! Mostly cld couples. Pestaurant tike 
cereżery! Hotel deserted by iv. 

Dane 4 73,27 hr d . n Torn 
Para 4 Fverything run down: rooms needed 


edecorating / outside too. Garden completeiy 


8 


neglected. Like jungle! 
7 


/Conelusion) Felt place had grown old 


Para é 
lize cumers/guests). Mistake zo go back. 


seared’ next morning. 


go on a visit to Boxley. 


Not long ago Isdeetded to 


wn for cur summer 


always used to take us to 


holidays, but I had rot been back there for over twenty years. 


7 particularly wanted to see the Seaview Hotel where ve 


clways stayed. In those days it was very neu and certainly the 
best in tom. It was always crowded during holiday seascn. 
There were rarties and dances at the weekend and the owners 
used to arrange special entertainments for she children 

in the garden. 


arrived on a Saturday but che hotel was almost empty. +à 


mostly cld couples, arrived tater in the day. 


and bu ten c'elock the place was completely deserted, 


My room depressed me: it hadn't been Geecrated for years. 


was just as bad. The gardene vere 


shat the place had grown old, cine 
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(e) Correct and improve the draft. 
In particular the students should check for mistakes through a careful 
reading of what they have written. They should also review the text from 
the point of view of expression and organisation. 


? A short time 


Not Longļ ago I decided to zo on a visit to Boxley. Our parents 
always used to take us to Pre town for our summer 


20 years ago since 
rolidays, but I had not been back there for over twenty yeare| 


WAS urious 
rfperticulartyfuarted zo see the Seaview Hotel where we 
? used ly the newest and 
clways stayéd. In those cays it was jvery new and certainly the 
most very 
best fin tomm. It was always [erouded during[ holiday season. 


There were parties and darces at the weekend and the owners 


ka ama othtr ; 


used to arrange [special ‘ entertainments 


or the children 


in the garden. 
although 4 was the holiday season 


I arrived on a Saturday | but the hotel was almost emptyl A 


few more people, mostly |c? d cow tec, arrived later in the day. 


lt was like ie eae wie dimmer j complete 
But everywhere was so deac! eople ate their (food in/stlence 


restaurant 
and by ten o'clock the ptece was completely deserted. 


/ back ly my room but at 
Ley room depressed me: it hadn't been decorated for jean) 
| went fora : 
“he outside of the hotel was just as bad. The gardens [were 


kL T7 
completely neglected: no one bothered /to cut the grass or plant 


flowers any more. 


/t seemad le me 
ifelt that the place “ad grown old, like the people who 


went there() Perhaps they did not notice it. But I did. It 
had been as oae ocd AORA ERTA 


wee a mistake to go back and I decided to make my escape el fhe 


following morning.) 
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(£) Write the final version. 


The text below is a modified version of the draft in (d). It incorporates 
many of the changes made in (e), but it is not just a ‘fair copy’ because 
some new ideas occurred while the final version was being written. 


A short while ago, I decided to go on a visit to Boxley, where 
our parents used to take us every year for our sumer holidays. 


But that was twenty years ago - and I had not been back since 


then. 


I must admit I was particularly curious to see the Seaview 
Hotel, where we always stayed. In those days it was the newest 
and by far the most popular hotel in town, always very crowded 
during the holiday season and full of life. There were parties 
and dances at the weekend, and the owners used to arrange tea 

and other ‘entertainments’ in the garden for the children. For 


us, of course, this was the spectal attraction! 


I arrived on a Saturday and although it was the middle of 
the holiday season, the hotel was almost completely empty. It 
was a bad sign! Later in the day, a few more guests arrived. 
They were mostly elderly couples. At dinner, people ate in 
stlence and by ten o'clock the hotel was completely deserted. 
Compared with the old days on a Saturday night, the place 


seemed like a graveyard! 


T went back to my room - but that depressed me even more: it 
had not been decorated for years. I decided to take a walk 
round the garden, but this was no better. It was not just the 
outside of the hotel, which also needed painting. The gardens 
- those lovely gardens! - were completely neglected: no one 


bothered to plant any flowers; no one bothered even to cut the 


grass! 


It seemed to me that the place had simply grown old - along 
with the owners and the people who went there. Perhaps they 
did not notice what had happened, but I did. It had been a 
great mistake to go back, of course, and I decided to make my 


escape as soon as I could in the morning. 
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List possible ideas 


To sum up. it is suggested that the students should be taught a set of 
procedures (summarised in the diagram), which will help them not 


+ only when they are writing about topics like the one dealt with 


above but also with any kind of ‘free’ writing. In particular, these 


procedures should take into account the importance of making 


notes, writing outlines, drafting and correcting drafts before the 
final version is written up. As they become more experienced, the 


students will no doubt want to modify these. In particular, during 
examinations, they may not have time to take a piece of writing 


through all these stages. However, the experience of having learned 
to make notes, to write drafts and to correct them will stand them in 


j 
Select and expand one idea | 
Make an outline 
f 
Write a draft 
q 
Correct and improve draft 
il 


good stead. And they will appreciate, it is hoped, that, because it is 


Write final version 


a thinking process, writing is not just a question of ‘inspiration’: it 


Discussion 1 


Exercises 1 
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also generally involves a great deal of hard work and organisation. 


In what sense is most of NOI DONT KNOW WAY 


the writing we do in ‘real ENGLISH TEACHERS GO To 
COLLEGE FOR FOUR YEARS.. 


life’ ever really free? How 
useful a preparation for it 
is classroom composition? 


Do you agree that there 
are many effective 
alternatives to the 
i WELL, THEN TLL TELL YOU 

E Bal aa WHY ENGLISH TEACHERS GO Pore ere rine: 

i position writing TO COLLEGE FOR FOUR YEARS... ESSAYS ON WHAT THEY DID 
activity? What are they? ALL oe SUMMER” t 
What is your view of the . 


functionally-oriented 

writing activities suggested 

in 9.2? 
© 1986 United Feature Syndicate, inc 

Examine any coursebook to see what provision is made for remedial writing 

activities. 

Make a list of the things you do (e.g. making notes, seating, etc.) when you 

have to write, for example, a report or any complex piece of writing. 

Compare your procedures with a friend. 

In the light of what you have read, make a list of what you consider to be the 

best twenty controlled, guided and free writing activities. Compare your 

‘Top Twenty’ with a friend. 


On what students do when they have to write (in the mother tongue) see 

S Krashen (1984) pages 12-19. 

For writing activities at the intermediate level and beyond, see J Arnold and 
J Harmer Advanced Writing Skills (1978); N Coe et al Writing Skills (1983), 

M Carrier Writing (1981): E Glendinning and H Mantell Write Ideas (1983), 
J O'Driscoll Penguin Advanced Writing Skills (1984); D Jolly Writing Tasks 

(1984) and A Pincas Writing in English 3 (1982). 
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Correcting written work 


When we see something wrong with a piece of written work, we must first try to 
decide whether it is an error or a mistake. Broadly, learners make errors when 
they try to do something with the language which they are not yet able to do. 
For example, they often make false generalisations (they use a regular instead 
of an irregular form, such as throwed instead of threw) or they transfer from the 
mother tongue (they write: The people is angry instead of: The people are 
angry). These are two major sources of error. Mistakes, on the other hand, are 
slips of some kind. The students have learned something, but perhaps they 
have temporarily forgotten it or are tired ... or, we feel, are just being 
careless. 

Although in practice it is sometimes difficult to decide if something is a 
mistake or an error (after all, we may think we have taught the students 
something but perhaps they did not /earn it), it is important to try to decide. 
Clearly, for example, if students have not learned something, we cannot expect 
them to correct it for themselves. On the other hand, it is perfectly reasonable 
and pedagogically sound to get them to correct their own mistakes. And it is 
certainly no use getting cross with the students if they keep on making certain 
errors. The lesson we can learn from these is that the students need to learn 
something, whether or not the syllabus or the coursebook has provided for it at 
this stage, and the best way we can help them is by giving them the opportunity 
to learn it. Learners’ errors, in short, can help shape our teaching (and 
certainly our remedial teaching). 


It has already been suggested that we should not be unduly preoccupied with 
the detection and correction of mistakes in written work. Effective expression is 
not the same as accurate expression. Accuracy is normally measured in terms of 
correct grammar, spelling, etc., since these are the areas which tend to get the 
most attention when a piece of written work is being ‘corrected’. But a piece of 
written work which has a number of mistakes in it may nevertheless convey the 
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writer's communicative purpose perfectly adequately, while another piece. 
superficially free from mistakes, does not. The same is true of oral expression. 
But, as we have noted. there is a tendency to scrutinise written expression 
more closely because it is readily accessible to careful inspection. It is there for 
us to read and reread and consequently we tend to see mistakes. 

Clearly, however. we cannot ignore mistakes all the time. Students expect 
to be informed of their progress and the correction of mistakes, by whatever 
procedures are used. is one way of doing this. Equally, however, if we indicate 
the ways in which a piece of writing is defective, we should also point out in 
what ways we think it is successful. For example, we should inform the students 
(not leave it to be assumed by an absence of comment) that they have made 
good use of connectives or punctuation devices, etc. This positive form of 
feedback need not add much to your work: the students can be given a 
checklist of items and they can see at a glance if they are making progress from 
the ones that have been ticked off. 

Before we look at various correction procedures, we need to stress once 
again the importance of getting the learners themselves to identify and correct 
mistakes. Ultimately they will have to examine, evaluate and improve their 
own work: this is part of the process of drafting. correcting and writing final 
versions, which was described in 9.3. But this important critical ability will not 
develop unless the Jearners are given the opportunity to exercise it from a much 


earlier level. There will be occasions when you will want to correct all the mistakes 


in a piece of written work (see 10.3 for ways of doing this). Equally, however, 
there will be occasions when you can leave it to the students themselves. 

For a start, to get them into the habit of looking critically at a piece of written 
work which has not been corrected by the teacher, they can work in pairs or 
small groups to try to identify any mistakes and only then to consult with you. 
This procedure will not work perfectly on all occasions, but it will at least get 
the students into the habit of checking a piece of written work for themselves. 


Various correction procedures are examined below. 


(a) Correct all the mistakes. 


This is of course the traditional approach to the correction of written work. 
It is time-consuming for the teacher and discouraging for the students — at 
least if they get their work back covered with red ink. Apart from that, 
there must be some doubt about how effective this form of correction is. 
Some students learn nothing from it; others are more interested in why 
something is wrong rather than the correction itself. If you can correct 
something in class. while the students are still engaged in writing and 
everything is fresh in their minds, this is likely to be more effective than 
looking at a mass of corrections several days after the event. 

Overall, unless the educational system obliges you to carry out this 
kind of correction. you should consider alternative approaches. 


(b) Correct mistakes selectively. 
That is, you do not attempt to correct all the mistakes in a piece of writing, 
but only those in certain areas. such as tenses or articles, either because 
this is where the students particularly need help or because you have 
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decided to focus attention on these for a while. Certainly this approach is 
more positive than total correction — in practice, of course, most teachers 
exercise some form of selection — but it probably needs to be backed up 
by some form of remedial teaching (see below). 


Indicate mistakes so that the students can correct them. 

This is normally done by underlining the mistakes and using some kind of 
symbol to focus the attention of the students on the kind of mistake they 
have made. For a possible list of these, see below. 


SYMBOL 


MEANING 


EXAMPLE 


S 


Incorrect spelling 


—_} 


S S 
I recieved jour letter. 


W. 0. 


Wrong word order 


i 


w. O. 
We know well this erty. 
W. 0. 
Always I am happy here. 


T 


— 


Wrong tense 


If he will come, tt will 


be too late. 


sp 


Concord Subject and verb do 
not agree 


Wrong form 


Singular or plural form wrong 


CS S a 
WF 


Po ee 
S 


— = 


Ç 
Two policemen has come. 
MEn AaS 


The news are bad today. 


We want that you come. 


wF 


That table is our. 


We need more informations. 


Something has been left out 


They saidfuas wrong. 


He htt me on| shoulder. 


Something is not necessary 


C 63 
It was too much difficult. 


Meaning is not clear 


? 
Come and‘rest with us for 
a week. 


The view from here is very 
PM 


suggestive. 
| 


The usage is not appropriate 


NA 
He requested me to sit down. 


Punctuation wrong 


il P P 
Whats your name- p 


He asked me what I wanted? , 
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Using a list of this kind, you can get the students, individually, in pairs or in 
small groups, to identify at least most of the mistakes for themselves. If 
they cannot, then they should consult you. This approach certainly makes 
them more aware of the kind of mistakes they are making and is therefore 
likely to result in something being learned. You do not need of course to 
indicate all the mistakes. In practice, however, it does not solve all the 
problems. For example, if students are left to identify mistakes for 
themselves, they may not bother. Even if they work in groups, some form 
of confirmation may be needed and this could take up a lot of class time in 
a large class. 

If your teaching situation permits, you could try to implement a staged 
approach for getting the students to correct their own work. 


Stage 1 Underline the mistake and diagnose it by writing the appropriate 
symbol in the margin. 

Stage 2 Underline the mistake but do not diagnose it. 

Stage 3 Diagnose the mistake by writing the symbol in the margin but do 
not show where it is in the line. 

Stage 4 Put a cross in the margin (for each mistake). 

Stage 5 Puta cross against each line with a mistake but do not indicate how 
many mistakes there are. 


Let the students identify and correct their own mistakes. 

This is not a procedure that you are likely to be able to follow all the time. 
Occasionally, however, you should be prepared to hand over the whole 
business of correction to the students — which they will generally do 
scrupulously and with enjoyment. 


(d 


Ner 


Other things you can do to help students when they make mistakes are: 


(a) Explain a mistake. 
For example, you can write a comment in the margin or at the end of a 
piece of written work. This procedure is especially useful for drawing 
attention to recurrent mistakes in a particular area and when you are able 
to look at students’ work in class. 


(b) Indicate to the students that they should consult you about a mistake. 
This may be used as an alternative to (b) and (c) above. Very often the 
students themselves can suggest the correction when their attention has 
been drawn to a mistake. 


(c) Use the mistake as a basis for remedial teaching. 
This procedure should be followed if a sufficient number of students in the 
class have made a mistake to warrant general correction. Alternatively, 
you can set individual remedial work. Remedial teaching may take the 
form of an explanation, where this is felt to be sufficient, or exercises, oral 
or written, whichever seems to be appropriate, designed to correct the 
mistake. 


Teachers tend to place their faith in one type of correction procedure rather 
than another. In particular, many do not accept (or only accept with some 
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misgiving) self-correction procedures. In general, however, although it is 
important to give the students opportunities to correct written work so that 
they develop a self-critical attitude, it does not seem that one approach is so 
intrinsically superior that it can be used all the time and you should therefore 
draw on the various approaches to suit the needs of your students. 


1 Do you think that the distinction made between errors and mistakes is 


important? 
2 From your own experience of teaching (or learning), do you think that 
detailed teacher correction of written work is effective? Give your reasons. 
3 In medium to large sized classes (i.e. over 30 students), what problems do 


you see in getting students to correct their own work? 


1 Devise your own set of correction procedures. You can modify the list on 


page 125. 
2 Use your correction symbols to indicate the mistakes in the following piece 


of writing, which is in the form of a letter. 


— 


9 


My dear, how are you, | am 
very govi but am very much 
tried in these days, perhaps 
lask that the doctor visit 
me quickly (but Ino like 
going at doctors! ) 
Someting | must to t you. 
| change employ within a 
little and | go to work in 
bank. ee. th 
this! | hope to gain 
P at banek. I 
Let me to have att your 
news. lam crazy to know 
them. Believe me, | 
VEMIL, 


Your frend, 


Facto | 
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student correction see CJ Brumfit in S Holden (1983) Correcting written 
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A boy wrote 
a poem 


NICHOLAS CHAPMAN 


A boy wrote a poem, 

It was from homework from class, 
He wrote about cliff-tops, 
And how the winds pass. 
He just let it tiow 

from his head to his pen, 
But his spelling was bad, 
“C, do this again!” 

A boy wrote a poem, 

And thought of his mark. 
And this time he checked it 
And wrote of the dark. 

He changed and corrected, 
Gave it inthe next day, 

He got “B+ Good effort” 
and threw it away. 


Nicholas Chapman is 12 and attends 
Queen Katherine School, Kendal, 
Cumbria. 

Published in the Times Educational 
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11.1 
Reasons for 
teaching writing 


11 


Writing activities for children 


The age group we have in mind here is that of pupils about 7-8 years old, who 
have only recently started elementary school. Since children at this age are 
good at learning orally and are still learning to write in their mother tongue, we 
need to explain and perhaps justify why we should want to teach them to write 
in another language at this stage, apart from perhaps just giving them a few 
routine copying exercises. Won't it just be yet another learning burden for 
them? If it were, then it might be better to keep writing to an absolute 
minimum. But it does not have to be a burden, as we shall see when we look at 
the various types of activity proposed, especially if we keep in mind the many 
good reasons there are for teaching writing at this age. Some of these apply to 
learners of all ages. A number, however, are peculiar to children. 


(a) Children usually enjoy writing. This is partly because they have only just 
started to write in their mother tongue. Even activities like copying still 
have a certain novelty value. 

(b) Most children expect to be taught to write (and read of course). This is one 
of the things you have to do when you go to school and they see it as part of 
learning a language. 

(c) Children, like older students — but even more so, need a break from oral 
work. They enjoy talking, of course, but they soon get tired, even if you 
keep changing the activities. Writing activities provide a very important 
quiet (or relatively quiet!) period for them in the lesson, after which they 
usually return to oral work refreshed and less restless. 

(d) Writing gives children an opportunity to work at their own pace, which is 
very relaxing for them. Remember that there can be very big differences 
between learners at this age because their motor skills are still developing. 


(e) Access to the written language sometimes clears up difficulties which 
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children have when learning orally. Sometimes they cannot tell you about 
these difficulties because they are not even aware of them themselves. 


(£) Writing activities provide an opportunity for personal contact. This again is 
very important for learners of this age, who are still getting used to the 
classroom environment. When they are writing, you can go and work with 
them individually (at least with those who need and want this attention), 
sort out difficulties and encourage them. This is sometimes more important 
than the writing activity itself. 


(g) Children like and need to have a record of many of the things they do in the 
classroom — of dialogues they have practised and songs they have sung. 
Again this is important because, although they learn quickly, they forget 
quickly too. You should not forget that they lead very busy lives — in and 
out of school! 


(h) Children need the extra language contact that writing can provide, 
especially through some sort of homework activity. This is essential if there 
is a long gap between one lesson and the next. Homework, of course, need 
not be a burden. For example, if children are asked to illustrate a song (see 
11.2.1 (i) below), this will help to keep them in touch with the language 
(they are very likely to be heard singing it to themselves as they draw!) as 
well as being enjoyable. 

(i) Children need something to show their parents. Parents are usually pleased 
when they hear their children utter a few words in a foreign language but 
they are usually more convinced that they are making progress (even 
perhaps if they are not) if they have tangible evidence in the form of 
written work. They usually expect homework to be in the form of writing 
too. 


The main purpose for going into the reasons for teaching children of this age to 
write is that they will help us to see how we should go about it. Two things 
especially should be kept in mind. First, writing must not impair oral fluency. 
There is no reason why this should happen provided the pupils get plenty of 
opportunities for hearing and using English and if writing is treated as an 
extension of oral work. Secondly, we should not try to teach aspects of the 
written language which learners at this age cannot be expected to understand 
and cope with. For example, they are too young to do sentence linking 
activities (except in the few instances that these can be turned into a kind of 
game) and the kind of texts they write are more likely to be imaginative than 
coherent. Remember that the pupils are still learning how to organise their 
ideas in their mother tongue. 


(a) Give the pupils plenty of opportunities for copying. 
This will help them feel at ease with the written language and should also 
provide them with records of things they may need, e.g. lists of words, 
copies of songs, poems and dialogues. 


(b) Give the pupils adequate opportunities to use orally learned language in 
writing. 
In short, they will need a fair amount of controlled practice, particularly to 
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reinforce key structures and vocabulary. This need not and should not be 
boring. (In fact, most workbooks for children try to make this type of 
activity interesting and enjoyable.) 


(c) Provide activities which the pupils can do at their own speed. 


Some pupils will finish an activity very quickly (and call out for attention!). 
You should be prepared to extend the activity (by some form of parallel 
writing) or have an extra activity ready (which need not be a written one). 
Slower pupils should as far as possible always be given the opportunity to 
finish an activity in some form (that is, they must not be left feeling that 
they have failed, otherwise they may begin to get discouraged). 


(d) Work with the pupils wherever possible. 


Writing activities provide a break for the pupils — but not, as a rule, for 
the teacher! Some pupils will actually need your help. With all of them 
writing will provide an opportunity to get to know them a little better 
personally. 


(e) Make sure that the pupils begin to see writing as a means of communication. 


This can be done mainly by getting the pupils to write to one another in 
class (see 11.2.3 and 11.2.4), which is an activity the learners particularly 
enjoy at this age. 


(f) Encourage the pupils to be creative. 


This should balance controlled and language-focused activities suggested 
in (b). At this age they have plenty of imagination and they should be 
encouraged to use it. 


(g) Make writing activities enjoyable. 


This is the most important provision. Remember that many pupils are just 
starting on a programme which may last for years. It would be a pity if they 
were turned off at this early age through boredom or failure. You must try, 
therefore, to ensure that they get as much fun out of writing as they do 
from other activities. 


See also 4.1.3. At this age the pupils will normally be making use of 
workbooks or activity books. This in itself will help to keep together a good 
deal of their written work. Sometimes, however, material has to be cut out and 
a folder will be useful for keeping together this and other looseleaf material. 

As a rule at this age it is better to ask pupils to work with exercise books 
(rather than a folder for everything). The kind of exercise book they use (i.e. 
the distance between the lines) may also be important for writing. Pupils will 
need at least two exercise books: one for vocabulary lists and related activities 
(e.g. Word Bingo) and the other for copies of dialogues, songs and poems, 
which they should be encouraged to illustrate. They may also need one for 
project work such as making an illustrated dictionary. 


These have been divided into four groups — copying, practice with words, 
practice with sentences and creative writing — but there is inevitably some 
overlap between these groups. 
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11.2.1 (a) Joining up dots to form words Join the dots and circle 


Copying This very basic activity can be the number. 


useful in the early stages, apt an 
partly to give the pupils E 
practice in forming the letters. 
More than that, however, it 
gives the pupils the illusion 
that they are producing the 
words for themselves. It is of 
course an activity they are 
familiar with through puzzle 
books that contain hidden 
objects in pictures. 


(b) Finding the word that is different 


— 


The pupils are given sets of 4-5 
words like those in the diagram cat banana Aog horse 


| 
and are asked to find and write | 
out the word that is different. red yellow man greerr | 
This combines reading with a Gee ee 
writing. Children enjoy the 

problem-solving aspect of this 

activity. 


Labelling items 
For this the pupils use words listed for them in a box to identify and label, 
for example, individual objects, people in a group, objects in a scene, etc. 


(c 


—S 


bird lorry 
cat pig 
cow tractor 


donkey tree 
house woman 


{ 


(d) Completing crossword puzzles ae 
The pupils use or select words Tei 
from a list to complete simple x ue 
crossword puzzles like these. rown 
The puzzles can be more green 
extensive as the pupils progress. A 

re 
fo 
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(e) Finding words 
The pupils have to find and write out words which have been ‘hidden’ in 
boxes like the one below. The words may belong to a set (e.g. animals, 
clothes, etc.) and at a later stage may form a sentence, such as an 
instruction. The pupils can also make their own wordboxes, working 
individually or in groups, using words which they have been given. 


Look —> l Î and circle the words. Then write them. 


rstamp 
cweox j 
atwver 


fvlbft 8 
lphiny 

9 
ogs cbbyr 
weiyia 10 
etfecrd 
a See mas 
qkneoo 12 


shark 


eee Th OO OO ON 
neunerdpoadcaos 


-aQ San TN o 


aoaoga omo & 


1 
2 
3 
4 
5 
6 


(£) Filling in speech bubbles 
The pupils have to fill in speech bubbles by matching the sentences with the 
situation. The activity is more interesting if the pictures form a sequence. 


(g) Forming dialogues or stories from jumbled sentences 
See 4.3.1 (c) for this activity. This makes a good pairwork or group activity 
and can be based on something the pupils have already heard. 
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(h) Playing word bingo 
See 4.2.3 (e) for this activity. This is a key activity for learners at this level 
because vocabulary sets need to be kept fresh in their minds through 
constant revision. It helps with pronunciation as well as spelling, because 
the pupils can tell you which words to write on the board and then hear you 
read them out. You can also play ‘phrase bingo’ with the pupils, but be 
careful that this does not present problems for slow copiers. 


A green car 
a black hat 


(i) Making copies of songs, etc. 


The pupils make their own copies of dialogues. songs and poems (i.e. any 
key reference material) in a book set aside for this purpose and providé 
their own illustrations. This again is a very important activity. Most pupils 
exhibit a good deal of imagination when illustrating material of this kind. 


11.2.2 For the activities in this section the pupils have to provide (i.e. think of and 
Word activities spell) the words they need. 


(a) Completing crosswords 


This is similar to 11.2.1 (d) 
except that the pupils are not 
given any of the words. They 
may, however, be given picture 
clues (perhaps placed next to or 
linked to the relevant squares to 
be filled in). 
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(b) 


(c) 


(d) 


Labelling items 
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This is similar to 11.2.1 (c), except that the pupils have to provide the 
words. They can also be asked to draw or complete the pictures needed. 
For example, they may be asked to label items in a zoo or fridge which they 


have drawn. 


Making lists = 


For example, the pupils may be 
asked to compile lists of: 


— things they would like to eat; 

— countries they would like to 
visit; 

— animals they would like to see 
(or have as pets) (etc.) | 


They can then compare their 
choices with a friend. 


| would like to have 
() a small dog 

(2) two elephants 
(3) a long snake 
(4) a parrot 


Classifying items 
The pupils have to identify and 


then arrange in categories (the 
headings will normally have to 
be provided or at least worked 
out with the class beforehand) 
things that they can see ina 
picture. 


(e) Completing texts 
That is, the pupils put in the missing words. The texts can be dialogues they 
have practised, stories accompanied by a picture sequence or songs, poems 
and riddles which they have heard (etc.). 


Sally goes round the 
Sally goes round the 


Sally goes round the 
ona Saturday .....! 


(£) Correcting sentences or texts 
These should be accompanied by a picture so that the pupils are correcting 
mistakes of fact (not grammar). For example: 


There is a boat in the picture. 


A girl is going home. She’s got a 
bottle in her hand. 


mean 
horse girt | trousers 
| Jacket 
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(g) 


(h) 


Making words 
The pupils are given one long COMPETITION 


word and, working in pairs or et 
small groups, see how many new P 


words they can make from it. note 
They sometimes like to look COME 
through books to try to find time 


words (and this is a good way of 
getting them interested in class 
readers). 


Making notes 


This is particularly important during a game when they may need to keep a 
record of what objects they have won or which animals they have seen (if 
the game takes them to a zoo or a safari park). Usually the items to be 
noted are words, but sometimes phrases have to be written down. If much 
writing is involved, pupils should work in pairs (i.e. one actually playing, 
the other making notes) so as not to slow the game down. 


We have seæen these animats 

| a girafje 

2a eee baby tiger 
3 five long snakes and one fat snake 


The purpose of these activities is to reinforce key items of structure (often 
together with a good deal of vocabulary). There is no reason why this kind of 
manipulative practice need be boring (in any case most children enjoy 
repetition). Most workbooks provide good activities for this kind of practice, 
but you may need to supplement this. In any case the suggestions below will 
help you to see if the workbook has left out any useful areas of activity. 


(a) 


(b) 


(c) 


Writing parallel texts 


That is, the pupils have a model and have to write one or more parallel 
versions. This is particularly useful if the pupils write dialogues which they 
can then practise with one another. Later on, they can be asked to write 
short narrative sequences (5-6 sentences) which will give them some 
practice in basic sentence linking (and, but, so) and sequencing (first, then, 
after that). 


Completing speech bubbles 

This is like 11.2.1 (f), except that the pupils now have to supply the 
sentences for themselves. 

Writing sentence sequences 


This is a device for getting the pupils to write sentences using the same 
structure. For example, they use the days of the week to write about 
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themselves or perhaps a character from their coursebook. Although this 
involves repetition, there is always room for imagination! 


[t's Monday, I'd like to 

go & China! E | 
[ts Tuesday. | d like io Its raining . l'm going te 
go bo Australia! go swimming . 
Its Wednesday. | like It’s windy. Pm going to 

b go b he “moon! go flying. ! 


(d) Compiling information 


For this activity the pupils have to write some sentences which provide 
information, for example, about one of the characters in the coursebook or 
about a topic. It often involves repetition of a structure (and can be used 
just for that purpose) and may be done with reference to a picture. 

Notice that in the examples below the pupils also practise incidentally 
pronominal reference. 


| Professor Patent’s gota telescope. | 
He's got a cat and a dog. 
He's also got a monster! 


Professor Patents got a gramophone 
He's also got a Television 
He's got a big pie! 


(e) Completing questionnaires 


For this the pupils work with questionnaires that have been prepared for 
them. It can be a useful way of disguising some very basic question 
practice. The pupils can of course use such questionnaires to question one 
another. 


— 
DO YOU KNOW THE ANSWERS? 
an | 
1 What do monkeys eat? ASK A FRIEND! 
2 Where do they live? 1 When do you get up in the morning? 
3 Can they swim? 2 What do you eat for breakfast? 


(f) Making notes 


This is similar to keeping records while playing a game. Many activities 
involve keeping some kind of record in the form of a list. For example, the 
pupils can be asked to write down, in sentence form, the differences 
between two pictures or the number of mistakes they can find in a picture. 
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(g) Writing questionnaires 


This is similar to (e) above except that the pupils have to write the 
questionnaires as well. See 4.6 (a) and (b) for details. Young learners 


enjoy testing one another! You must, however, check that they can answer 


the questions themselves. Also, when interviewing. because they are 
slower at writing than adolescents and adults, they need time to record 


answers and preferably should sit down to do this so that they write neatly. 


(h 


S 


Recording personal information 


Young learners like talking and writing about themselves and they will 
very happily write down personal data (names, age, address, family 
details, etc.) or make lists of their possessions or likes and dislikes. The 
activity can be used for some elementary sentence linking practice. 
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lve gota Television in my bedroom, 
Py also gol a Ist of books and a 
lot of toys. | 
I've got a rabbit but Us in 
the garden. 


(i) Writing notes 


L 


My favourik month 5 bugun 
| because Rs a hoidag. 

My Furuta colour is blere 

| perouse| like Whe sea. 

| lamt Uke snakes amd | dorf 


See 4.5, where this activity is described in detail. That is, the pupils write 
to one another (and to you) in class. This is a key activity for young 
learners because it gets them to write quickly. Thus in five minutes they 


can get a lot of writing practice sending and answering notes. For sentence 


practice (see 11.2.4 (a) for more creative writing) the pupils can: 


— ask for something (e.g. one of a number of picture cards which another 


pupil has in front of him); 


—-— ask for some personal information; 


— ask about a character in the coursebook, etc. 


Dear Nick, Wedmorday, 
Howe GH got a radio m yar 


loom? 


Wednesday ; 


camels ? 


Yours, 
Nick. 
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11.2.4 
Creative writing 
activities 


WRITING ACTIVITIES FOR CHILDREN 


Pupils at this age need plenty of opportunities to use language imaginatively. 
Unlike many older learners, they are always willing to show you their work and 
to ask ‘Can I say this?’, so that fewer mistakes occur than might be expected. 
Let pupils work together in pairs or small groups wherever possible. 


(a) Writing notes 


See 11.2.3 (i). For this activity, however, give them tasks that will require 


longer sequences. For example: 


Friday 
Dear Elena, 


a monster. It has big Eyes 
and long teeth and there js 
Ate in its moun. IF Nas 


Jorge 


Please. draw we a picture of 


a very long Tail. Thankyou. 


(b) Writing about pictures 


Dear Hons, 


Go lò the front of tha 
Aosstom ,Stomd on 
a charr. Thon x 


He Bir | 
PPY yours 


See 4.6 (i) for the basic idea behind this activity. Choose pictures that will 
encourage the pupils to use fantasy and rehearse the idea orally first so that 
they understand the kind of thing you want. Pupils can also draw pictures 


for one another to write about. 


(c) Writing rolecards 


See 4.6 (f) for a description of this activity. The pupils can ask someone to 
be a character from the coursebook or an animal! 


For Carty l 
You awe Tricky Dicky, 
Jorn awe avery ad man, 
You skral Puris. You 
| are Very umapa. 


a Ss 


| 


| 


(d) Making up stories 


For Dora | 
You are a cat. 
You eaf a lot and 
you are very fat. 
You Cannot Cun and 
you cannot Climb. 


You like sleeping . 


See for example 4.6 (e). You can start by asking the pupils to write short 
dialogues, with two speakers, which they should then cut up and give to 
another group to piece together. Then let them try their hand at very 
simple stories (S—6 sentences), which they should also cut up for another 


group to piece together. 
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(e) Writing notices 
See 7.3.8 (b). You can give the pupils small picture cards for this activity or 
let them use their own ideas (i.e. they may prefer to write about things they 
would actually like or things they have). Children very often like to 
exchange things so the activity can be authentic. The pupils can also write 
rules and regulations for their classroom, for example, or for aclub or 
recreation park. 


P o 
| have ten d 

Asterix books. Who 
wamis them ? | [ 


o 9 
De eps | = seemiie 
s 
pease! | Be happy: 
2 Make a lotof noise! 


3 Do not bring your 
mother or father! 


(f) Writing book reports 
See 5.5.2 (d). When the pupils have reached the stage of using class 
readers — or even looking through them — they can be asked to write 2-3 
sentence ‘reports’ on them. The reports should be pasted at the back of the 
book for other pupils to read. 


It’s a very good 
book. | like’ jf. 
But it is sad. 
Iris about a 


gir | and 


(g) Writing messages 


See 7.3.8 (c) for the basic idea. The pupils will happily enter into writing 
messages from other strange places: the moon, the bottom of the sea, a 
balloon, the middle of the desert, etc. 


Dear Mum and Dad, 

lam under the sea! It is wet here and there 

are many big fish. | pave a lot of friends. One 
friend is an octopus. He is baking this letter for me! 
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WRITING ACTIVITIES FOR CHILDREN 


Writing messages can also be done in postcard form (see 7.3.8 (j)) and they 
can also be written in code. 


Write out the complete code. m~~ 


A=V C=X E=Z 
ot a ea HI IYVT 


Then write messages like this. YZVM J DXF, 

DON HT WDMOCYVT JI 
NVOPMYVT KGZVNZ XJHZ 
OJ HT KVMOT 

TI PMN, 
VIV 


Don’t forget to get your pupils to send birthday messages when it is 
someone’s birthday. The preparation of the card can be done as 
homework. : 


Make a birthday card for a friend. Draw a picture and write a message. 


A Very Happy Birthday! Very Best Wishes for your Birthday! 
rd 


= 
—, 
-, 
= 
= 
= 
= 
=, 
=, 
= 
= 
2a J 
L- 
L., 
= 
L 
E 
E 
L 
E 
i 
Lo 
L 
= 


Bea . 
L (h) Project work 

b, One useful and enjoyable project for learners at this age is to get them to 
= make their own picture dictionaries. The pupils can work on their own or 
n in groups (even if they work in groups, so as to help one another, they may 
= like to make their own copy). For the dictionary, they will need an exercise 
K book. They can draw their own pictures or cut suitable ones out of 

A magazines. The intention is not to get them to keep a record of all or even 
a many of the words they have learnt but only to write about items that 

a interest them. They should write sentences about their words (not 

= 
i 
e 
b; 
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paj 


U N 


jak 


N 


(0S) 


definitions) and from time to time go back and add to what they have 
written. 


| RABBIT 


This isa rabbit. His name's Ronny. H2 
isa veryold rabbit. Ronny lives 
ia MY garden. | 


Most pupils also enjoy making a class wallsheet (see 5.5.2 (g)), which 
will provide a focus for a number of writing activities, e.g. little stories, 
captions and balloons for pictures. jokes and riddles (etc.). Both the 
picture dictionary and the wallsheet should be spread over a school year 
(unless the pupils are working intensively, e.g. on a summer course). 

Many of the projects suggested in 8.2.2 can easily be adapted for 
younger learners. 


Do you think it is either necessary or desirable to teach young learners to 
write in a foreign language? 

Would you give children opportunities for creative writing early on in the 
course or would you restrict them (for example) to copying and 
reinforcement activities? 

What are the things you would do to make sure that children really enjoy 
writing? 

How important do you think it is to ensure that children’s written work is 
neat and tidy?” 


Examine any children’s course to see what provision is made for writing 
activities. Is there a workbook? If so, are the writing activities (a) interesting 
(b) useful? 

Suggest other activities for each of the four sections 11.2.1-11.2.4. 

Make a list of the projects in 8.2.2 which could be adapted for children and 
work out how you would develop one of them. 


On teaching young learners to write see O Dunn (1984) and S Holden (ed) 
(1980). 

For a range of writing activities, see D Byrne Roundabout Resource Book 
and related Workbooks (Modern English Publications); M Iggulden et al 
Sam on Radio 321 (Longman); K Johnson Now for English (Nelson); 
Kaleidoscope (MacMillan) and Snap! (Heinemann). 

The illustrations in 11.2.1 (a) and (e) are from Sam on Radio 321; the 
illustration in 11.2.1 (f) has been adapted from Kaleidoscope; the 
illustrations in 11.2.1 (c) and (d); 11.2.2 (a) and (f); 11.2.3 (i) and 11.2.4 (a) 
are from the Roundabout Workbooks. 
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12.1 
The needs of the 
learners 


12 


Teaching the English script 


All students whose native language does not use the Latin script will have to be 
taught the symbols needed for writing English. In some circumstances you may 
also want to improve the handwriting of those who already use the Latin script. 


In order to be able to do this effectively and, no less important, 


sympathetically, you will need to inform yourself of the learners’ areas of 
difficulty. Four possible ‘problem areas’ are noted below. 


(a) The students have to learn the shapes of the new symbols. This is not just a 


(b 


— 


(c) 


(d) 


question of teaching the letters of the English alphabet, the order of which 
is mainly irrelevant for teaching purposes. Instead, some decision has to be 
taken how to group the symbols together for effective practice, taking into 
account features which allow comparison and contrast. For example, the 
letter Æ may be derived from the letter C ; the letters @ and O, on the 
other hand, need to be contrasted. 

The students have to learn two sets of symbols: lower and upper case (that 
is, small letters and capitals). Again, a decision has to be made whether to 
teach both sets of symbols together or whether to teach first the small 
letters and then the capitals. 

The students may have to learn to write in a new direction: that is, from 
left to right instead of from right to left. This will only apply to certain 
groups of learners (for example, to Arab students but not to those whose 
native language employs one of the Devanagari scripts of the North Indian 
languages). This physical aspect of mastering the new script is not to be 
underestimated. 

The students may have to learn the position of the symbols of the script in 
relation to the ruled lines. Essentially the English script may be viewed as 
sitting on the line and extending upwards and downwards, while the 
symbols in the Devanagari scripts, for example, ‘hang’ from the line above. 
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teaching script 
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Another key factor will, of course, be the age of the learners. Adult learners 
will want (and will probably need) to learn more quickly and will therefore 
require concentrated practice, which to a large extent, given the right 
guidance, they can provide for themselves out of class. For children, the 
programme should be spread over a much longer period. While it is assumed 
that they will already have mastered their native language script, they will 
probably still have some handwriting difficulties and not all their motor skilis 
will be equally well developed. Hence the need for copying activities as 
suggested in 11.2.1. Young learners will also benefit a good deal from 
handwriting activities that give them the opportunity to play, and they will 
almost certainly need some kind of workbook. 


For the purpose of teaching the shapes of the new symbols, we need to identify 
groups of letters which can be effectively and conveniently taught together. 
Various groupings have been proposed (see notes on sources). One, for 
example, proposes ten groups, as shown below. Upper and lower case letters 
are taught together, integrated with punctuation practice. 


1 i,l,t 6 f.s.r 
2 v,w,b 7 ¢,€,0 
3 u,y(+ ? and!) 8 a,d.g 
4n,m,h 9 j,q,x 


5 k,p(+.and,) 10 z(+ numerals) 


Another approach has eight groups, each identified by a letter, for the lower 
case symbols. 


1 the e group: e,i, u, t 5 ther group: r,s 
2 the c group: c, a, d 6 the l group: l, h, k, f, b 
3 the o group: o, w 7 the j group: j, p, y 


4 the n group: n, m, X, V 8 the z group: z, g, p 
Capitals are taught separately and are divided into the following nine groups: 


1C,0,Q,A,E 4P,R,B 7T1,J 
2 N,M,K,H 5 D,L 8 S,G 
3 U,V,W,X 6 T,F 9 Y,Z numerals 


Awareness of groupings such as these is useful if you want to do remedial work 
in certain areas (for example, you may find that some students are consistently 
miswriting or confusing some symbols). 


At the start, most students will need to be made aware of some of the 
important differences between writing the English script and writing in their 
native language. For this purpose, if they are asked to write something in their 
own language and to note some of the essential movements, a broad 
comparison can be made between this and writing in English. You will also 
need to draw attention to the positioning of the right forearm on the desk, at 
something like 80°, and the flexible movements of the wrist to produce anti- 
clockwise motions, which sometimes give students a lot of difficulty. You must 
be prepared to demonstrate these points. Two ‘warm up’ activities should also 
be noted: 
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TEACHING THE ENGLISH SCRIPT 


(a) Rhythmic patterns 
To get the students used to some of the characteristic shapes of the English 
script and the movements needed for making them, you can ask them to 
draw rhythmic patterns like those shown below. They are particularly 
important for students who are having to learn to write from left to right 
(for whom even drawing horizontal lines across the page is a useful 
activity). Rhythmic patterns can relate to some of the basic shapes of the 
letters, as in the example below: 


NNNNNN  VWXZ 
Wn hkmnrbp 
www iltuy 
COLOR acdegog 


SESSCS Fis 


Many teachers prefer to get their students to draw these patterns on blank 
paper. For children the activity can be presented as a game, such as 
climbing up and down mountains. * 


(b) Writing in air 
It generally helps, whatever the age of the students, to practise tracing the 
shape of the letters in the air. This helps them to concentrate on the way a 
letter is formed and enables them to go on practising as long as they like. 
For this activity draw a large version of the letter on the board, with 
arrows indicating the directions to be followed, and then demonstrate the 
movements yourself. The students can make large movements first of all, 
gradually making smaller ones. Students who are accustomed to writing 
from left to right can be helped by being asked to make a series of strokes 
or circles which start on the left and move towards the right. 
The example below shows how letter formation in the air can be 
presented in a fun-like way for children: 


ZA With your finger, follow the mice. ) 


f 


= 


12.3.1 (a) Give the students clear and carefully made models to follow. 

Some basic Draw these on the board if a workbook is not available. In any case, a 
procedures for model on the board, drawn by you, will help to concentrate attention. You 
teaching script must always be prepared to demonstrate script. 
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(b) Show the students where to begin the strokes from which each letter is made 
(there may be more than one stroke). 


For example: 


(c) Get the students to practise several specimens of each letter. 


Ce 


(d) Get the students to practise the new letters in combination with previously 
learned ones. 


These may be simply patterns of letters or words, phrases and short 
sentences. 


HO MEN Glo] 0)0) 0 EE OT a 885; 
RR i 


A matter which requires careful attention is the actual positioning of the 
symbols on the lower horizontal line. At the start it will probably help the 
students to practise within the limits of an additional ruled or dotted line, as 
shown below. 


$ 


Some teachers, however, argue that any ruled lines at the start make it more 
difficult for the students to write well because it restricts the size of their script, 
and they therefore prefer blank paper. 

On the whole, it would seem better to separate the teaching of capitals 
from lower case symbols. This permits the kind of grouping according to shape 
as shown in the second example on page 144. It also takes into account the 
many differences between a lower case letter and its upper case counterpart 
(for example, r and R, g and G). 

In addition, there are some other factors which need to be considered. In 
the first place, we shall need to decide how early in the course to introduce 
writing practice. Should we get the students to practise making the shapes of 
the letters very early on, even before they can read, perhaps as a break from 
oral work, or should we wait until they are familiar with the symbols through 
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TEACHING THE ENGLISH SCRIPT 


some form of reading recognition practice? Although there is clearly no one 
answer to this question, on the whole, if there is time for this activity, which is 
essentially a kind of drawing exercise, it would seem a good idea to introduce 
the students to the mechanical problems of actually making the symbols as 
soon as possible. Younger learners enjoy this kind of activity, while adult 
students may actually need to have accelerated instruction in both reading and 
writing in order to become literate in the foreign language as quickly as 
possible. 

The pace of that part of the writing programme where the students are 
being taught the symbols will relate to the age level of the learners. The work 
of younger learners, for example, should be carefully supervised in class, 
although this does not rule out a certain amount of practice as homework. 
Adult students, on the other hand, might well be given cyclostyled sheets 
containing appropriate copying material, so that, after an introduction to the 
items to be practised, they continue to work on their own out of class. 

We must also decide what kind of script we are going to teach. Do we 
teach them some form of cursive writing from the start or do we delay the 
introduction of this until they have learned to print? Again, the age factor is 
relevant: younger learners are probably best taught the printed form first. On 
the other hand, there is no great harm in introducing from the start a kind of 
modified cursive, of a kind which is easy to write and easy to read and which 
stands very close to the printed form. In making a decision, we have to take the 
needs of the learners into account: adult students, for example, would probably 
be intolerant of anything less than cursive, since this is the only form they can 
envisage themselves using. 


1 Which would you prefer? 

(a) to teach capitals and lower case letters together or separately; 

(b) to teach a print script first or a modified cursive. 

Give your reasons. 

How important is the teacher’s own handwriting as a model? Would you be 
prepared to change yours to help your students? 


Ww 


1 Make a list of any difficulties that your students have (or might have) with 
the English script. 

2 Choose some of the letters of the English alphabet (capitals and lower case) 
and work out the strokes needed to form them. 


Two useful articles on teaching the English script are GK Pullum (1971) and 

BH Seward (1972). 

2 The first group of symbols on page 144 is from J Bright and R Piggott 
Handwriting (CUP 1976); the second is from BH Seward (1972). 

3 Some useful materials for teaching English script are J Bright and R Piggott 

Handwriting (CUP 1976); D Cobb It’s Fun to Write (Longman 1984) 

R Philpot English Handwriting (Collins 1983) and P Smith and A Inglis New 

Nelson Handwriting (Nelson 1984). The first and last books mentioned 

provide detailed guidance in the form of teachers’ books. 

The illustrative material in 12.3 (a) comes from New Nelson Handwriting. 

Other illustrations in 12.3 (b) and 12.3.1 are from /t’s Fun to Write. 
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Appendix: Cohesive devices 


The purpose of this appendix is to provide a more extensive reference list of the 
rhetorical features discussed in 2.2.2. It is intended to serve as a checklist of 
items which should gradually be learned in the course of a writing programme 
going up to the intermediate level. For more complete treatments, see Quirk et 
al (1972) and Halliday and Hasan (1976). 


For ease of reference, the logical connectors listed below are given in 
alphabetical order. Some examples are also provided. 


(a) Addition 


again equally in fact 

also further (more) moreover 
and in addition (to...) too 
andthen indeed what is more 
besides 

Examples: 


The house faces north, so it never gets the sun. Also, it is rather damp. 


The children do not like one another. Moreover, they often quarrel and 
start to fight. 


She hardly ever goes to the theatre. In fact, she has not been for months. 
(b) Comparison 


compared with in the same way similarly 
in comparison with likewise 


Examples: 


I used to work fifteen hours a day. In comparison with that, my present job 
is more like a holiday! 


The doctor advised him to give up smoking. Similarly, he recommended 
him to eat much less and take plenty of exercise. 


(c) Contrast and concession* 


besides naturally still 

but nevertheless whereas 
however of course while 

in contrast on the contrary yet 
instead on the other hand 


*Some of these items imply both contrast and concession (for example: however), while others, 
such as on the contrary, on the other hand, are more clearly concerned with contrastive 
relationships between sentences. On the whole, however, it seemed more convenient to subsume 
these items under one heading. 
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Examples: 


He did not show anyone the papers. Instead, as soon as he got a chance, he 
burnt them. 


She is not as pretty as she used to be. Nevertheless, she is still a very 
attractive girl. 


His first novel took him only a few weeks to write, while his next one took 
over a year. 


Enumeration 

first(ly) (second(ly). etc.) last on top of (thang) 
finally next to (begin with) 
in the (first) place more important then 
Examples: 


His job involves a number of things. First, he is responsible for general 
administration in the office. Secondly, he has to look after the financial side 
of the business . . . Finally, he has been asked to build up outside contacts. 


There were several good reasons for changing the plan. To begin with, it 
involved a lot of money. On top of that, it needed too many people. 


Exemplification 

as (evidence of .. .) such as 

for example thus 

for instance to show what (I mean) 


let us (take the case of .. .) 
Examples: 


Most countries do not grow enough food for their needs. Let us take the 
case of the United Kingdom. 


Most people are superstitious in some way. Thus, a lot of people believe 
that the number 13 is unlucky... 


Inference 


ifnot,... otherwise then 
in (that) case that implies 


Examples: 


He left the country the same day. Jn that case, he must have had his 
passport with him. 


You must get some more petrol. Otherwise, we will not have enough to get 
us to the next town. 


Summary 


in all in short on the whole 
in brief inconclusion tosum up 


Examples: 


She spends a lot of money on clothes. She is also fond of buying expensive 
jewellery. In short, she is extremely extravagant. 
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(h) 


(i) 


G) 


The car is not new but it is in good condition. The price too is very 
reasonable. On the whole, I think it is quite a good bargain. 


The film has a very unusual plot, with plenty of action. Both the acting and 
photography are excellent. To sum up, this is a film you should not miss. 


Time* 

after (a while) before (that time) since (then) 
afterwards finally so far 

at first in the end then 

at last meanwhile (up to) (then) 


at (the same time) next 

Examples: 

He tried to open one of the small windows. At first it remained firmly 
closed but, in the end, after a great deal of effort, he managed to open it a 
few inches. 

_.. and the fire has finally been brought under control. Several men are 
still missing. Meanwhile the causes of the explosion are still being 
investigated. 


Result 

accordingly for that reason then 

as aresult hence therefore 
consequently the (consequence) of that is... thus 
Examples: 


Most people were opposed to the scheme on the grounds that it was too 
expensive. Accordingly, it is now being re-examined to see if costs can be 
reduced. 

Seven inches of snow fell during the night, blocking most main roads. As a 
result, traffic conditions have been chaotic. 

In the past, no one has taken his advice very seriously. Hence, it is very 
probable that he will not be inclined to help on this occasion. 


Reformulation 

in other words that is (to say) 

rather to put it more (simply) 
Examples: 


Towards the end of the party he got up and danced on the table. In other 
words, he made a complete fool of himself. 

Most people felt that the project was not worthwhile in proportion to the 
amount of time it would take to complete it and equally the financial 
expenditure involved. To put it more simply, it was a waste of time and 
money. 


*That is, indicating temporal relationships. This is a very open-ended group of devices, as the 
number of bracketed items shows. For example, instead of at the same time, we may have: at that 
time/at that moment. 2 
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Replacement 

again (better) still the alternative is... 
alternatively on the other hand 

Examples: 


It is very likely that we shall go by car, even though it is a long drive, 
because we shall need some means of transport while we are there. 
Alternatively, we might fly out and hire a car when we arrive. 

If things get any worse, we might have to arrange a public meeting to 
discuss the matter. Better still, we could even organise a demonstration. 


Transition 

as far as . . . is concerned now 

as for... to turn to... 
incidentally with (reference) to... 
Examples: 


We can leave most of the details of the proposal until the next meeting. 
Now, as far as money is concerned, this needs careful consideration. 


In the end, he decided to sell his car. This, incidentally, proved to be a 
mistake. 


In this section there are further examples of the devices referred to in 2.2.2(b) 
and 2.2.2(c). 


(a) 


(b) 


Use of pronominal forms to replace noun phrases 

Napoleon was a great soldier. He was also a great administrator. 

John bought a new car. It cost a lot of money, but it goes a lot better than 
his old one. 

John and Mary are going on holiday to Brazil. Their friends are very 
envious. 

He decided to take some heavy shoes with him. He thought that these 
would be useful in case he went walking. 


Use of pronominal forms to replace adverbials (noun phrases of time and 
place) 

He left the following day. He knew then that he was not coming back. 

We called on them soon after breakfast. We should have realised that this 
was a bad time for a visit.* 

I decided to take my books back to the library. When I got there, I found it 
was closed. 


*Noun phrases are also used as replacives. For example: John was born just before the war. At that 


tim 


e his parents lived in London. 
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(c) 


(d) 


(f) 


(g) 


(h 


— 


Use of pronominal forms to replace clauses or sentences 
Some students work all night just before an exam. This is a great mistake. 
John has just resigned. It was quite unexpected. 


Notice that in the examples above the pronominal forms all refer back to 
something previously mentioned. They may also refer forward. For 
example: 

This is what you should do. You should be very frank. 


My advice is as follows. Be very frank. 
Use of determiners (the, this, that, etc.) to refer back to a previous noun 
phrase 


Thieves broke into a jeweller’s shop in North Street last night. The thieves 
entered the shop through a small back window. 


I bought a pocket calculator last year. That calculator has proved very 
useful. 


Former and latter are used to refer back to one of two previous noun 
phrases. 


John and Tom both took part in the play. Only the former has had any real 
experience of acting. The latter had never even been on the stage before. 
Repetition of key words 

These particular train services are not used very much by commuters. As a 
rule, commuters tend to travel much earlier. 

Use of synonyms to avoid repetition 


These cars were first made in 1972. When they were first produced, they 
were not very popular. 


If you have any thoughts on the subject, please let me know. I shall be 
interested to hear your ideas. 
Use of a construction implying whole-part or part-whole relationship 


You will need to take some tools with you. You can get a hammer, a saw 
and a screwdriver from most big department stores. 


Large cars and lorries are not advised to use this route. These vehicles 
should take the other road. 

Use of related word forms 

Seven people have been arrested so far. The arrests were made late last 
night. 


Use of parallel structures 


It is possible that the plan will succeed. /t is equally possible that it will fail. 
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